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Preface

This study on objectives and strategies of adult literacy in the ‘Third
World was originally published in October 1986 by the Swedish
International Development Authority (SIDA) as a report in its
Education Division Document series. It had been commissioned by
SIDA as a contribution to the efforts of the International Working
Group on Education, composed of education representatives of
major donor agencies, to review different aspects of basic education
and forms of development assistance to it

Before the first October 1986 edition was published, drafts of the
review had been distributed and commented upon by a number of
aid agencies, specialized governmental and non-governmental in-
stitutions and organizations from both South and North, as well as
by individual specialists. The comments we received on the first
draft, as well as on the published report. have been very positive and
rewarding. The review has obviously filled a gap in the available
literature on adult literacy. Many practitioners have pointed out that
the conclusions of the review by and large correspond 10 thewr
experiences. Qur work has, furthermore, been Kindly luuded by
many rcaders, with comments such as: “a very balanced state of the
art report”, g valuable compression of much of the current litera-
ture on literacy™ and “a thoughtfrl and thorough piece of work™.
The demand for the review has been so large that it has been
reprinted @ number of times and i being translated into other
languages. It is being used by educational planners and literacy
trainers in many parts of the world.

This encouraging response led SIDA 10 request us to reedit the
review in1o a book for still wider distribution in 1998, as a contnbu-
tion to the UN-prockimed International T eracy Year and the
World Conference on Education for AllL This decision should be
scen as one of several manifestations of Sweden's long-term commt-
ment to assisting the poorest Third World countries an the ficld of
primary cducation and adult literacy. An important component of
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SIDA’s assistance to literacy work in the Third World is precisely to
facilitate dissemination and exchange of hiteracy experiences.

This edition of our review has not been substantially changed com-
pared to the ecarlier publication. It has been up-dated to a certain
extent, and a chapter on women's experiences of participating in
literacy programmes has been added. as well as a few short sections
deriving from discussions on the carlier version of the review,

We are grateful for the positive reception and feed-back given to this
review, manifest in its widespread demand and usage. and thank
SIDA for deciding to sponsor this new edition.

Stockholm, December 1989,

Agneta Lind and Anton Johnston
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‘This summary is organized in the form of an abstract of cach chapter
in the document.

1. Purpose, Scope, and Limitations

This review on Adult Literacy has been commissioned by SIDA
within the framework of the IWGE exchange of experiences on
basic education in developing countries. The purpose is to give an
account of and analyse existing experiences and research on Adult
Literacy and its immediate follow-up. “post-literacy”. A selection of
sources and experiences is however necessary in a study like this.
QOur purpose has been to deal with the larger issues, such as ob-
jeetives and strategies, rather than detailed descriptive accounts of
many particular cases. Our selection of experiences and sources are
determined by our own perceptions and backgrounds and are in-
tended to represent different political and cconomic settings with
divergent objectives, strategies and results in order to generalize
them in a more theoretical way. Our limitations in time, location
and backgrounds have led to a certain bias towards sources in
Fnglish and geographically towards Eastern and Southern Africa as
computred to for example sources in French on francophone coun-
tres.

We consider Biteracy as a hasic human right that has to be struggled
tor collectively as 4 contribution to the creation of a more just
society, within cach nation wund globally.

2. Literacy Statistics

‘There are abour Y00 million illiterate adults 1 the world, ‘The
highest illseracy rates are found in the Least Developed Countries,
maindy in Africa, and 60 per cent of all illiterates are women. In
Indis and China about half of the world’s dliterate adult populstion
cin be found.
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This literacy data gives a general picture of the situation, in spite of
several reasons for questioning the reliability of existing statistics,
notably the following:

- ihe notion of literacy varies from country to country:
~ the measuares of literacy used are often very rough: and
- the coverage of the data is often incomplete.

3. Research and Evaluation of Adulit
Literacy

Adult Literacy is a relatively recent field of research and has been
given little support compared to other issues in the social sciences.
Attention has been focused on the methadology of teaching, in-
cluding the choice of language of instruction, and on motivation for
hiteracy at the level of individuals, communities and governments.
Once of the largest investments made in evaluation work was that
linked to the UNDP/Unesco-promoted Experimental World Litera-
¢y Programme (EWLP). More action-oriented or participistory
forms of rescarch on Adult Literacy have emerged since then. Eval-
uition studies are also provided by the sponsoring bodies or agen-
cies runming the Iteracy activities evaluated. Furthermore, impor-
tant sources of experience and documentation derive from a number
of interpational gatherings, where literacy work has been reported
and discussed. Publications and networks for exchange of literacy
experiences are promoted by the ICAE, DSE. Unesco (including
the HEP and the Institute of Education in Hamburg), UNICEF and
others. Since it ceased to function, the role of the International
Institute for Adult Literacy Methods in Teheran has. however, un-
tortunately not been tully taken over by any other institute.

4. Definitions and Concepts of Literacy

In this chapter we first discuss the vanety and vagueness of literacy
defimitions. It s pomnted out that there is o pap between broades
comepty of hteracy and operational definitions necessary for eval-
wating literacy progress. Uneseo’s recommended definitions of Hiter-
acy and functional breracy are quoted. The relativity of the concepts
of eradication of illiteracy and literacy sueeess are also discusaed.
Secondly, we try to summarize the development of internationally
adopted concepts of hiteracy. We have wdentified four manin periods,
cach representing a new rremd:

-8
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=~ 1945-1964: “fundamental education™, a term adopted to de-
scribe a broad field of development activities (eventually
merged with the ideology of “community development™).
whercof one was non-formal literacy programmes for adults
and children. A broad concept of functional literacy (exclud-
ing pumeracy), stressing the promotion of practical skills.,
cmerged during this period, though the results of actual titera-
Cy activities Were very poor.

- 1965-1974: “Functional literacy’” within the framework of
EWLP with strict economic growth aims, launched by Unesco
and adopted internationatly at the World Conference in Teh-
cran in 1965, The idea was to expeniment the economic returns
of literacy. when linked to specific arcas or target groups in
industry or agriculture undergoing rapid development. The
contents would centre around the production process of cach
project.

1975-1980: A Turnming Point for Literacy™, expressed in the
Beclaration of Persepohis in 1975, in which literacy s critically
reviewed and conceived as a political, human and cultural
process of consciousness-raising and liberation. Thas turning
point was influenced by the eritical assessment of the EWLP
made by UNPD/Uneseo and by the Freire-mspired radical
pedagogical movement of the carly seventies. Durning this
period it was agreed in the international hteracy debate that
hteracy must be functional in i broad sense and that liseracy is
only one step towards achieving the various objectives set oul,

UK “Education for All”: the provision of “hasic cduca-
tion” for all children and aduits became o concern of the
intermational community in the 1980°s. Inttially the mood of
the late 19707 led o the promotion of mass adult eracy
campaigns for the purpose of “eradicating ilhiteracy by the
vear 20007, A resalt of the oaset of grave economic reees:
sion i most of the Third World and ats etfects on all levels of
cducation, attention turned more to trving to (re)gan the
proviston ot UPE tor children sn i retormed. more “relevant”
and cost-efficient primary school system.

5. Why Literacy?

In this chapter we nclude o historical perspective on biteriey an
todav’s mdustrishized countries, It shows that universal schooling
and Dteracy have been hinked to stute formation, trade snd cultural

-
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exchange, arbanization and cconomic expansion. 1t also shows that
literacy has been a subject of political struggle and conflict. Apart
from the gradualist UPE strategy, there are a few histoncal exam-
ples of “accelerated”™ maodels that included specific adult literacy
programmes. Finally we argue that the conditions of dependency
and consequent economic and political constraints in the third world
todey hardly peemit a smooth gradual universalization of literacy.

Furthermore we critically examine the validity of some arguments
against large-scale efforts t¢ promote adult literacy in developing
countries. In doing this, we discuss the relationship between literacy
and development, which ‘s certainly dialectical and not a one-way
causal link. We conclude that the question “*Why Literacy?™ can be
answered with a wide range of justifications related to cither basic
vitlues, such as human rights and cequity, or assumed effects of
literacy in different contexts, and that literacy in itself is only a
potential tool that can be used for a variety of economic. secial.
political uand cultural purposes, cither through the process itself or
through the utilization of acquired literacy skills.

6. State Objectives for Launching Literacy
Programmes

The role of the state and its multiple. sometimes conflicting, motives
for kaunching literacy programmes, is discussed in this chapter.
Although most states declare a mixture of objectives when they
tormulate national literacy aims, in most cases one can detect what
the prinapal objective is. We have distinguished between three
principal state objectives: socin-political objectives (such as national
unity, mass participation in on-going transformations. mohihization
in support of a new regime), which are often the driving force behind
mass literacy campaigns; economic objectives, promoting a process
of gradual improvement of living standards, which can either result
in sclective work-oriented programmes within speafic development
projecis or ina mare peneral programme as one of several inputs to
butld ceonomic growth; and demand-meeting objectives, often i a
context of relatively low priority to hiteracy. but where provision is
made through state services in response to pubhic and/or imernation-
al denund Finadly, the role of international agencies in deternunmg
the objectives of Iteracy programmes s bricfly discussed.

- 10 --

|



7. The Role of National NGOs

In this short chapter we show that national NGOs often play an
important role in the organization and teaching of adult literacy,
either together with state-promoted literacy work, or independently,
in some cases as part of a popular struggle against oppression. We
conclude that the community-based nature of the NGO and thus of
the activity constitute its strength, but largely define its limits in
dealing with the task of literacy as a whole.

8. Individual Motivation for Literacy

In this chapter we discuss the rather weak response among adult
illiterates to literacy programmes if there are no specific efforts for
mobilization towards creating motivation. The problem of large
drop-out and low attendance rates after initial mohilization and
enrollment is also analyzed. The conditions of poverty in rural arcas,
lack of self-confidence, disillusion regarding the benefits from litera-
cy fearning, discouraging (caching methods, and the lack of casy and
uscful reading material are factors that explain low attendance and
weak “motivation”, The participation and motivation of women is
finally discussed specifically. In some countries, far more women
thun men register for literacy classes, but the general oppressed
situation of women prevents them from attending classes regularly
and lead to high drop-out rates and poor achievement compared to
men. Some examples that show the liberating potential of hteracy
for women are mentioned.

9. Literacy Strategies — Implementation
and Results

This is the most extensive chapter of the document, starting with an
analysis of the nature of hteracy sirategies, i.¢. models of planning
and implementation of literacy programmes/campaigns, guided by
priority aims. Although there certainly exist mixtures and variations
of cach strategy (or “approach ), we have distinguished a number of
approaches, that have had or «till have major influence in the third
world:

The “Fundumental Education’ approach. promoted by Unesco
duning the period 1946-- 1964, Within this framework, atten-
tion was focused on finding the most etfective methods of
teaching reading and writing in the mother tongue. The con-
clusions from an extensive study thercof showed however that

- 11 -



there is no universally applicable method. The contribution of
‘Fundamental Education’ programmes to literacy was very
poor. It seems as if many of the necessary elements of a whole
literacy strategy were neglected. Although this approach is not
advocated today, several current literacy programmes contin-
uc to retain preoccupations similar to ‘Fundamental Educa-
tion’. These general literacy programmes have, however, ad-
vanced beyond their onginal in many aspects.

The “Selective-Intensive Functional' approach launched as an
experimental programme, within the framework of EWLP, in
cleven countries from 1967 to 1972, with the support of UNDP
and Unesco. The main objective was to evaluate the hink
between literacy and economic development, but it was also
hoped that the EWLP would prepare the way for the eradi . a-
tion of mass illitezacy. The main concerns were two: the func-
tional (work-oriented) content, and  cvaluation.  Unesco/
UNDP's own critical assessment of the EWLP is summarized
in this sub-chapter, The evaluation approach itself was severly
critized. Furthermore, available data on literacy results in-
dicated high drop-out rates and low success rates. except in
Tanzania. Some of the general conclusions from the expert-
ence were: Literacy activities must not be viewed as an essen-
tially technical exercise - social, cultural and political factors
are as important, if not more; literacy must be integrated in a
national plan of development where the political will to imple-
ment literacy is clearly articulated; and literacy must often be
linked to economic and social reforms. “Functional Literacy™
or the Economic Literacy approach has continued to be ap-
plicd in many countries, with some maodifications resulting
from the EWLP cxperience. The concept of “Functinnality™
has in effect been broadened, but the basic ideological under-
pinning (human capital theory) and the economic objectives
remain essentially the same. Problems encountered in pro-
grammes applying this approach are linked 1o the lack of an
atmosphere of mobilization and priority. and the tendency to
iy 1o achieve too many things at the same time.

The Conscientization” approach, of which Paulo Freire 1s the
major spokesman. His literacy theory and practice have in-
spired many progressive adult educators. especially in Latn
America. The main objectives are linked to a process of liber-
ating critical consciousness, and dialogue and participation are
kev clements of the pedagogy. In this sub-chapter some cnt-
wal issues and problems concerning the interpretation and

—12 -
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application of ‘“‘conscientization™-oriented ‘iteracy are ana-
lysed, such as its political implications. Furthermore, we men-
tion some practical difficultics in implementing the Freirean
literacy approach, such as defining programmes on the basis of
local participatory investigations, and applying a true reciproc-
al dialogue, especially in the context of large-scale national
programmes. We conclude that Freire provides an important
source of critical reflection and inspiration for literacy practi-
tioners, but that the approach does not provide sufficient
guidelines for a whole literacy strategy. and contains certain
non-applicable elements.

The *Popular Education’ approach, which is developing main-
ly in Latin America, is briefly discussed.

The ‘Mass Campaign’ approach, implemented particularly in
revolutionary societies. This strategy secks to involve all seg-
ments of socicty in order to make all adult men and women in
a nation litcrate within a particular time-frame and is often
part of a policy for overcoming poverty and injustice through
mass mobilization. This sub-chapter is introduced by an over-
view of recent mternational moves to promole mass cam-
paigns. We have identified two distinct literacy campaign strat-
egies, which are discussed separately:

‘One-off campaigns fo eradicate illiteracy, of which there are
only a few examples {Cuba. Nicaragua, Vietnam, Somalia).
They all successfully carricd out mass campaigns over a period
of one 1o two years. The factors for their success are analysed,
such as the momentum of commitment, resulting from the
recent conguest of power by a popular movement; the rela-
tively low rate of illiteracy; the existence of one principal
majority language, and the effective mobilization of all hu-
man, institutional and material resources needed. The level of
literacy atiained is necessarily low and the sustaining of litera-
cy becomes a problem.

‘Eradication of illiteracy by a series of campaigns’, a strategy
that became frequent during the seventies, for example in
Tanzania, Burma, Ethiopia and Mozambique. This step-wise
strategy is determined by the existence of a very low level of
development and a very large number of illiterates, which
makes reaching all of them at once very hard. Literacy has not
been an absolute priority compared to other urgent needs and
the diversity of languages has complicated the impicmenta-
tion. (‘Tanzania had the advantage ot baving ian African lingua

-13 -~
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franca, Swahili). In the Tanzanian and Ethiopian cases, the
strategy has been successful in keeping up participation, but in
other cases it has been more difficult. This strategy is, other-
wise, similar to the “one-off” strategy in many aspects, such as
objectives, organization and content, that stress political mo-
bilization. Tanzania is interesting for having combined a politi-
cal and directly Functional curriculum.

- ‘General Literacy Programmes’ with fairly diverse objectives.
They are often large-scale, but *“politically cool™ programmes,
that provide access to those who want literacy. Examples can
be found in Botswana, Brasil, India, and Mexico, among
others, where illiteracy is not seen as an immediate major
obstacle to the cconomy. The lack of strong social pressure
and mobilization for literacy at all levels of the society, often
results in a high initial enrollment, followed by a very large
drop-out. NGOs often play an important role. Much effort
and resources are put into curriculum design and methodol-
ogy. It is not unusual that too many goals are expected to be
reached by one literacy course.

- ‘Selective small scale programmes’ are mainly of two types:
state-promoted activities in specific areas, for development or
pilot project purposes; and NGO or community-promoted
activities. Small scale projects have certain potential advantag-
es, but they do not create significant reduction of national
illiteracy rates.

10. Post-iteracy

In this chapter, we stress the importance of puost-literacy as an
immediate follow-up programme to literacy. as a motivational factor
for literacy, for consolidating literacy and for preventing relapse into
illiteracy. Various forms of post-literacy are analysed, the more
formal one through entry into higher grades of the school-system,
the “structured” one. designed specifically for adult new-literates
and the “semi-structured™ form of post-literacy. an organized pro-
ject for putting learning materials into the hands of adults, without a
direct teaching component - an indispensable complement 1o the
other torms of post-literacy. The experience of post-literacy i Eth-
iopia is interesting in that all three forms of post-literacy are being
implemented at the same time. Finally, we arguc that the introduc-
tion of post-literacy opportunities before even starting the literacy
project itself. seems to be 4 good idea.
- 14 -
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11. Women's Literacy Participation

Women often constitute the majority of literacy learmners. However,
in order to sustain women's participation, and overcome male resist-
ance, a process of social change and mobilization is necessary. A
common problem is that literacy programmes, often integrated with
other project activities, seldom adapt to womzn's real learning
needs. Not enough attention is given to the literacy component or to
special measures to mobilize women’s participation. Thus irregular
attendance. high dropout and weak results are common. Successful
examples demonstrate the importance of participation, awareness-
raising. and creative organizational approaches. They also show that
hiteracy is a potential tool for women's empowerment, even though
literacy in itself is not enough to counteract the submission of wom-
en in the environment of poverty and oppressive traditions.

12. Conclusions and Reflections on
Existing Experience

This chapter is in itself a synthesis, that needs reading in order to get
an idea of the document as whole. 1t identifies a series of factors for
relative success of large-scale literacy activities. The active role of
the state and “political will” are pointed out as necessary elements
of large-scale programmes. When the objective is to eradicate illiter-
acy. it is also necessary to combine UPE and adult literacy. We also
discuss other key issues. regardless of the scale of a programme, that
in the context of a favourable situation of motivation and mobili-
zation, are important for the success of literacy. although we basical-
ly contend that adult literacy is a political rather than a techaical
issue. We take up the questions of choice of language. mobilization
and training of teachers, contents and methods, and costs and re-
SOUTCCS.

Concerning reseiarch needs, we argue that there is need for many
diffcrent approaches. as long as they are used creatively and adapted
1N i sensitive way to reality. We contend that lhiteracy data should
reflect gender differences, that pilot projects are useful for research
and innovation. that the political nature of literacy and tensions
linkced 1o literacy activities need to be taken inte account in rescarch.
We also find it essential that literacy research is rooted among those
concerned in the 3rd World. There s a need for new research
“clearing houses™ for adult literacy. Furthermore, we have selected
some themes whose research we consider essential, such as: the

~-15~
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impact and use of literacy; learning literacy in a second language/
transition from m  her-tongue to second-language literacy; contents
and methods; drop-out; guality versus quantity; sponsorship and
organization of literacy.

Finally we point out that the priority and application of research
depends on in what context and for what purpose it is done. Re-
search serves best as an integrated component of the planning,
implementation and critical evaluation of adult literacy activities.
We cannot expect to arrive at a global adult literacy ‘ookbook!

- 16 —

16



1. Introduction: Purpose, Scope
and Limitations of the Review

During its meeting in Paris in October 1984, the International Work-
ing Group on Education (IWGE), composed of international aid
agencics’ education representatives, identified a number of research
areas meriting special attention as part of their endeavour to streng-
then basic education provision in developing countries. SIDA. with
its long history of support to adult education projects, offered to be
the executive agency in the review of the field of literacy and post-
literacy. and commissioned the authors to write this study through
the Institute of International Education, University of Stockholm.

The preparation of such a review. which is intended to cover an
extremely wide field of activities, necessarily involves a great deal of
selection and generalization. As the authors of the paper, we wish to
state that such a process means that unavoidably our own ideological
perceptions, personal experience in the field, and location in Swe-
den have all had a part to play in what we know about, what we are
interested in, what we have selected (or left out), what we have had
access to, and how we have chosen to organize, generalize and
theorize the review. We do not wish to create any illusions as to the
“complete objectivity™ of this paper, and we are sure that any other
authors, given the same task, would similarly pass the information
available through the filters of their own perceptions.

We will thus try here to give an indication of just which “filters™ we
have used. for readers to be forewarned!

Firstly, we have concentrated on adulr literacy and its immediate
follow-up, **post-literacy”, in so-called “developing countries™. Lit-
eracy and post-literacy are but one part of adult basic education, and
are mostly set in a “‘non-formal™ context. This study makes no
attempt to cover the literacy and post-literacy teaching functions of
formal primary education for children, although schools are indis-
pensable in providing literacy or “basic education™ as a whole.
However, we have pointed out where it seemed relevant, the links
between formal schooling and literacy, and between literacy and
other aspecets of adult basic education, such as health education or

—17 -
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training in agricultural skills. Without implying that adult literacy
activities are isolated from other forms of education or from their
social context, we are convinced that adult literacy training repre-
sents a specific area of activity which is complicated and difficult
cnough to merit its own analytical review.

Secondly, it would be both improductive and impossible to try to
cover all existing experiences, reports, research and evaluation work
in a study like this. Our purpose has been to try to deal with the
larger issues in literacy work, such as objectives and related strate-
gics, rather than particular detailed accounts of various specific
literacy experiences. Thus we have selected a number of cases of
literacy activities from different political and economic settings
which represent divergent objectives, strategies and results, and
used them to generalize in a more theoretical way. In particular, we
have given most prominence to literacy activities which have in-
volved, or attempted to involve, a relatively large number of illiter-
ate people.

Some of the factors constraining the selection have been our own
previous field experience, and our present location in Sweden. Our
field experience has mainly been in Southern Africa, notably Mo-
zambique, and much of our previous reading and study has concen-
trated on Africa. Works on adult literacy available in Sweden are
mostly in English, which means that we have taken few cases from
Francophone sources. We have looked at (mostly English, und some
Spanish) sources on Latin America and Asia, but, in the former
case, there is a vast amount of experience in the ficld of adult
education to which we have not had ready access. We should add
that SIDA’s own relative concentration of activity on Eastern and
Southern Africa, and to a lesser extent, on South Asia, has also
contributed to our own access to materials on, and bias towards
these arcas - where, after all, the highest illiteracy rates and largest
numbers of illiterates are to be found. It is also a limitation of this
review that a fairly lurge amount of literacy work takes place as o
sub-component of “integrated rural development projects” and is
repurted on as such. which makes it difficult for the researcher on
adult literacy to pick up the references involved.

Thirdly. we should present our ideological filters. We regard adult
literacy - and all education — as performing both reproductive and
innovative functions in society. with a constant potential for conflict
between the two functions. This means that literacy activities have a
strong political and ideological character: the aims and objectives.
the forms of delivery/acyuisition, the methods, the contents, the
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results, and the links between the activity and the cconomy and
socicty, all derive from essentially political goals and political strug-
gles and conflicts. We think that the learning of literacy can be
important for the fight of the exploited classes against oppression,
but are also sure that it can be used as a form of social control to
undermine this struggle. We think that literacy is a basic human
right and should be treated as such, and that, as a right, it has to be
struggled for. Ideally, we would like to see the masses conquer the
right to literacy and the skill itsclf on their own initiative. However,
in an unequal world, new skills have in part to be, or will be,
provided by others, and we think that this provision is worthy of
support unless it is clearly destined to increase the disadvantages of
the acquirers or to subvert efforts to conguer more social and eco-
nomic justice.

Nonetheless, we insist that “the illiterate™ should not be considered
the bearer of a disease, to be treated by a “vaccination campaign™.
Hliteracy is 4 symptom. not a cause of underdevelopment, injustice
and poverty. Nor should literacy be treated as a “medicine™ for the
complaints of society; we do not believe that the simple provision of
literacy training in itself will transform the lives and social and
economic relations of the illiterate population. Without literacy
being integrated into a general process of social change, or into a

social movement dedicated to creating social change, it is clear that
it will have little chance of changing the fundamental parameters of
life. Literacy training in a stagnated rural milicu is hardly cven
meaningful. and it will be treated as such by the community.

From these perceptions, we regard literacy as being a collective
caterprise which should contribute to creating a more just society.
We look rather askancz on formulations which site literacy's impor-
tance within the bounds of “successful investment in human cap-
ital”, “contribution to individual productivity and well-being™, “es-
sential clement in individual modermty™ (etc.). even if someonc
were able to demonstrate all these attributes empirically ... Literacy
is a tool with many potential uses, as a hoe may be used 10 plough, to
weed, 10 reap. or to destrev. We would like to see literacy used for
the collective good of all, rather than as a means for the “individual™
to scramble to a well-fod sinccure at the expense of the “less talent-
ed”, cven though there may well be economic and status-secking
motives on the part of its individual consumers.

We may then be asked: how much of this paper is scientific, and how
much is just opinions? While most literacy practitioners (and, one
hopes, social scientists) will smile at the question, yet it still necds 1o
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be answered. We have tried to use concrete cases and documenta-
tion as direct evidence for most assertions, and to give references as
to where more detail can be found on each case. When it comes to
pulling together the strands from many cases and nembers of ideas,
theories and attitudes into a theoretical whole, however, one gets
cven further away from “empirical facts™ than is implied in the
process of selecting and analysing particular cases. To some, this is
“theory™ which remains to be proved or disproved; to others, it is
idcology/opinion/bias: but at least 10 some it gives a way of looking
at and interpreting a very diffuse reality (“mega-variate™, if you like)
that may be insightful and uscful. We hope we have done a good
cnough job for the last category 1o be in the majority!



“_2,‘Liter—faEy Statistics _;

2.1 The Data

The number of illiterates aged 15 and upwards continues to rise
inexorably in absolute terms. According to the latest estimates there
were around 760 million illiterates in 1970 and around 889 million in
1985, and unless radical measures are taken, their numbers will have
topped the 900 million mark by the end of this century (Unesco
19KX3, 1985). In percentage terms the situation is progressively im-
proving with the world illiteracy rate falling from some 44 % in 1950
to 33 % in 1970 and according to the estimates to 25 % in 1990
(Bataille 1976; Unesco 1980). The increase in absolute numbers is i
result of population growth together with the incomplete coverage of
primary schooling for school-age children. In 1980, 121 million
school-age children (between 6 and 11) did not attend school (Un-
esco 1983). These children and those who drop out before consoli-
dating literacy skills will at age 15 be counted into the illiterate adult
population.

Predictably. the nliteracy rates are highest in the least developed
countries and among the poorest and most underprivileged people.
In 1985, India and China by themselves accounted respectively for
about 30 % and 26 Yo of all the illiterate people in the world.

In the 25 least developed countries (with a per capita product of less
than 100 US dollars per year) the slliteracy rate was more than 80 %
in 1970 (Bataille 1976) and around 68 % in 1985 (Unesco 19KS).
These countries tend also to have the highest population growth
rates. Further, the proportion of women illiterates is steadily grow-
ing. In 1960, 58 % of illiterates were women; by 1970 this percent-
age had risen 1o 60 % and by 1985 it had gone up 1o 63 % (Unesco
1972; 1985).

Another indicator of the widening gap between men and women i
the female share in the total increase of illiteracy among the adult
population (15 vears and above) between 1960 and 1985; 133 million
out of a total increase of 154 million illiterates (R6 per cent) were
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women. In absolute numbers the greatest increase of women's illiter-
acy was in Asia, with an increase of 19 million in this penod. In
Africa the numbers ace smaller duc to the smaller total population,
but the increase rate was largest. The number of illiterate women in
Africa rose by 43 % (from 68 to 98 million) between 1960 and 1985,
The increase among the male illiterate population is significantly
smaller. In Latin America the increase in itself was insignificant and
the diffcrence between men and women in this respect negligible
(Unesco 1985).

The distribution of adult illiteracy in the world is shown in the table
below. The gap between men and women is indicated by the differ-
ence between the illiteracy rates.

Number of Hliterates and Miteracy rate in 1985 for the adult population aged
15 and over (Unesco 19€5).

Absolute number  Hitteracy rates Female rate
uf illiterates {"a points) minus malc
1§ and over Tate (" pomnis)
(in millions) Total M ¥

World total NKK.7 217 28 w9 44

Dievelopag countries LAY W2 279 &Ny 10

Least deseloped countries 120K 676 5649 R4 215

‘Developed” countnies 9.8 2.1 17 26 09

Africa ialy M0 433 4S8 212

Latin Amoenica 416 173 183 192 39

Asia tS.? 0.3 256 474 N

Fisher (1982) attempts to guantify the degree of social, cultural and
cconomic deprivation of countries whose population is highly illiter-
ate (i.c. with an adult illiteracy rate higher than 66 %) by comparing
them with countries having largely literate population (i.c. fess than
34 % illiteracy). He arrived at the conclusion:
*“The indicators examined all point in the same direction: the “have roty’
in terms of literacy are also worse off in terms of life expectancy. infant
mortality. cducational provision, communications, nutntion. health ser-
vices, food production and income; their industry is Jess developed., theis
agriculture » less productive. But this is only part of the tragic reality, for
within these countries with high illiteracy rates ... the illiterate is even
wonse off than s compatnols.” (p. 161).

In accordance with our basic theory on education and society we do
not adhere to the view that these relationships imply that illiteracy s
one of the reasons for underdevelopment, as stated by Unesco (1983).
Hiiterary should instead be seen as one of many symptoms of underde-
velopment und is therefore dependent on the whole socio-economic
and political situation. Indeed, all recent Iiterature on hteracy seems
to agree that illiteracy must not be viewed as a problem in isolation.
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2.2 Are the Data Reliable?

Al literature dealing with literacy statistics points out their limited
significance. Nevertheless, although it is important to be aware of
cristing reasons for the limitations of the data, our general analysis
will not alter, whether there be 800 million or 100K million illitcrates.

There are three main reasons to question available statistics:

#) The notion of literacy varies from country to country. Whatever
definition of literacy for example Unesco decides on, each nation
uses its own criteria in practice. Thus the comparability of nation-
al literacy statistics suffers from the lack of common minimum
standards.

b) The measures of literncy used are often very rough. “Often,
literacy statistics are derived from a census on the educational
profile of a society. Less frequently, they are based upon the
respondent’s self-assessment in response 1o a question such as
*Are you able to read?’. Far less frequently, they are based upon
performance indicators: "What does this say?"™” (Gillette and
Ryan, 19K3).

Concerning the limitations of estimates and forecasts on literacy
rates. Unesco (1980) says they:

“ure hased exclusively on ohserved trends in regard to school activities.
This may give rise to error an the following two cases: (a) whenever
lurge-scale ont- of-school programmes are implemented, (b) whenever
plans are made to step up and/or improve formal education, since a larpe
number of children would be affected and/or reach a standard which
would enable them to be considered literate.” (p. 16).

In spite of these possible errors, other factors connected to the
frequent use of formal education data for estimating literacy statis-
tics seem to cause under-estimates rather than over-estimates of the
number of illiterates. In the words of Gillette and Ryan (1983):

“Schooling may produce literacy, but experience shows that such attain-
ments are highly perishable if there are no regular opportunitics to read
and write. Henee, while there may be some who progress from illiteracy
to Hieracy as @ result of informal learning .. there are many mose who
rclapae from literacy into illteracy.” (p. 1),
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¢) The coverage of the data is often incomplete. The data dissemi-
nated by the Unesco Office of Statistics do not provide informa-
tion for example on the breakdown of illiterates by arca of resi-
dence or by linguistic groups. Data are sometimes only based on
average figures for a country as a whole, which conceal “'pockets™
of iltiteracy, resulting from cxisting disparities within individual
countries (Unesco, 1980).

Moreover, statistics may include a certain amount of political polish-
ing in order to show national progress.

In order w0 get a realistic and more reliable idea of the literacy
situation it is necessary to decide what level of literacy we consider
to be of interest. In this respect it is significent that the world
illiteracy rate given for 1975 was 33 % while at the same time it was
said that around 65 % were not able to use the writ:ien word in
practice (Levin. Lind. Lofstedi, Torbidrnsson, 1979).



3. Research and Evaluation
Studies on adult Literacy

Reviews of literacy research point out that Adult Literacy is a
relatively recent field of research compared to other areas of educa-
tior. or social science studies. For nearly a century a vast and
growing volume of educational research has been concentrated on
child development and teaching in schools. “In comparison with
other issues in the social sciences little support has been given to
research on adult literacy.” (ICAE, 1979, p.6).

The research ¢n the teaching-learning process of reading is an il-
lustrative example, where the concentration on pre-school and
school children is striking. In Gray's extensive study (Gray, 1969)
only 13 works on adult reading are to be found, while hundreds of
studies on child scading are referred to. This is confirmed in Gorman
(1977): “There is little in current research that might be directly
applicd 1oward teaching adults to read.” (ICAE. 1979, p. 6).

As many studies note (e.g. Verner, 1974; Gorman, 1977, 1CAE,
1979, Wagner 1987), much of the reading research is basically irrcle-
vant to Third World adult literacy problems. Wagner (1987, p.13)
explains this:

“One prime reason for this paradox ... is that researchers have been
motivated mowe by theoretically derived questions than by rescarch
questions based on policy needs ... Thus a preat deal of time and effort
has been expended on testing the advantages and disadvantages of
teaching through “sounding-out™ (phonics) versus “whole-word” meth-
od for English-speaking children. while only a fraction of effort has been
used to study the conditions that lead individuals to seek literacy tnun-
ing. the fatter beinp a critical determinant in adult literacy programs.™

In an introduction to theoretical perspectives on comparative hitera-
cy studies. Scribner (in Wagner, 1987) suggests that there is “an
unresolved and underlying tension between models of hiteracy basea
on studies of psychological processes and models based on social
processes at the macro-level. They do not seem to fit together into a
jarger picture. and sometimes generate conflicting implications for
literacy programs and policies” (p. 19). She observes that one source
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of tension may be between the psychotogists’ emphasis on looking
for universal lingusitic and cognitive processes implicated in literacy
acquisition and the social scientists’ stress on the variety of social
forces that generate and sustain literacy activities.

Most research and anslyses on adult literacy in the Third World date
from the mid-196{s and onwards. Since then many research or
evaluation experiences have developed and a core of literacy special-
ists, most of them from the third world, has been established. They
were themselves involved in literacy work and are not a separate
corps of academic analysts.

Prior to this period the most important contributions to existing
knowledge and understanding of adult literacy in the Third World
were made by Dr Frank C. Laubach and Dr William S. Gray. Dr
L.aubach, a US missionary, was the first literacy campaign promoter
to have great international impact. He devoted himself to adult
literacy work in the 1930s and 1940s in Asia, South America and
Africa. Teaching the World to Read - A Handboo' for Literacy
Campaigns (Laubach, 1947) is a pioneer book in the field. Dr Gray's
work on literacy methodology, in The Teaching of Reading and
Writing {Gray. 1969), is the most thorough and vast study of its kind.

The methodology of teaching literacy has continued to be a theme
given attention by more recent research, including the choice of
language of instruction. Motivation for literacy, at the level of indi-
viduals, commurities and governments, is the theme that accounts
for and runs through much of the recent studies on literacy. Some
studies have also centred around the problem of retention of litera-
cv. Existing studies and reports are moreover largely concentrated
on the countries that have had major campaigns or programmes,
such as Vietnam. Cuba, China. Tanzania. Somalia, Brazil. India.

Three main types of research on adult literacy have been conducted:

1) Experimental research representing Jong term investigations de-
signed to test hypotheses. The most notable example of this kind
of rescarch was the evaluation work related to Unesco’s Experi-
mental World Literacy Programme (EWLP). Unesco has publish-
ed a list of 229 documents and reports from the EWLP experi-
ences carried out in eleven countries. Apart from this major picce
of research this kind of “experimental”™ research on adult literacy
N Tare.
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2) Various forms of participatory research. This has bcen a fre-
quently-used research method from the beginning of the 1970s,
with the studies conducted essentially by activists working in the
field. The participatory research approach owes much to the
ideas of the Brazilian literacy pedagogue Paulo Freire, and have
been much developed in Latin America in the context of popular
education projects at the community level (see Erasmie and de
Vries, 1981). The approach has been used for two distinct purpos-
es in the context of literacy:

- more commonly, for the so-called “community survey” which
should antecede a Freircan type literacy \.roject, and which
secks to identify the most important aspects and contradic-
tions of community life and the level of social awareness, in
order to select out the themes and generative words which will
constitute the literacy *‘curriculum’;

— less often, where the researcher is a participant (or, ideally, all
the participants), and the research activity seeks to assist in
laying bare local reality and in maintaining a continuous joint
cvaluation of the literacy programme and its social insertion:
the research is based on the praxis of action-reflection-action,
and should immediately assist in changing the process towards
the better attainment of its objectives.

3) Various forms of evaluation studies, measuring the achievements
of a programme against its objectives. Some of the evaluation
studies linked to EWLP belong to this category, as well as reports
made by government bodies or agencies runmng the literacy
activity evaluated.

Important sources of experiences and documentation on adult litera-
¢y in the Third World derive from a number of international confer-
ences. workshops and seminars, where literacy work has been re-
ported and discussed. The reports from these meetings express
general findings and conclusions on a number of important factors.
The international network for exchange of literacy experiences has
developed since 1970 through new international, regional and na-
tional institutions and organizations. The International Institute for
Adult Literacy Methods in Teheran played a very important role
through its publications between 1970 and 1980. The International
Council of Adult Education (ICAE). coordinating regional and
national councils, provides an important network of information and
exchange of experiences. The German Foundation for International
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Development (DSE) has promoted many important seminars and
publications on literacy in the Third World. Unesco has extended its
role by the recent involvement of the International Institute for
Educational Planning (I1IEP) in adult literacy planning and adminis-
tration. The Unesco Institute of Education in Hamburg has also
undertaken important research and development work in the areas
of literacy and post-literacy.
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4. Definitions and Concepts of
Literacy

4.1 The Scope of Definitions

Varying and often vague definitions of literacy abound in literature
and in praxis. We do not intend to make a list of available defini-
tions. We will rather try to delincate major trends in the devel-
opment of the concept.

The concept of literacy in the literature is often a mixture of values,
objectives, functions, methods, and levels and contents of skills
required. It is surprising how seldom the different components nec-
essary for a clear definition are explicitly accounted for when literacy
is discussed. Definitions made by Unesco or others in literature
seidom correspond to the operational criteria used in practice in
different countries or programmes.

It is matural that literacy cannot simply be defined in operational
terms without connecting it to its purposes or its context. It is also
true, however, that critena used in practice for evaluating literacy
are overwhelmingly limited to simple operational or quantitative
definitions, without considering the broader objectives and mean-
ings of literacy, simply because it is extremely difficult or impossible
10 measure the broader impact of literacy isolated from other envi-
ronmental effects.

Thus it is important to bear this in mind when we present broader
concepts of literacy. Generally one could say that there exists a gap
between broad definitions elaborating on the role of literacy and
operational definitions aiming at measuring certain skills related to
litezacy. This gap certainly exists in practice. The broader definitions
might influence the approach (contents, methods, ete.) to dealing
with illiteracy, but very seldom the criteria for evaluating literacy.

Before presenting an overview of major trends concerning the con-
cept of literacy. we consider it necessary to give a brief idea of what
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we mean by a literate person. Unesco’s latest recommendation
{Unesco, 1978) distinguishes between literacy and functional litera-
cy, the first referring to what we would iike to call basic literacy.
According to Unesco a person is literate “who can with under-
standing both read and write a short simple statement on his every-
day life". We will use the concept of basic literacy as meaning the
first step on the way to achieving a more functional or applicable
level of skills, including or not basic numeracy. A functionally literate
person must be able to “engage in all those activities in which
literacy is required for effective functioning of his group and commu-
nity and also for enabling him to continue to use reading, writing
and calculation for his own and the community's development”
(Unesco, 1978). In more precise terms ‘functional’ literacy varies
depending on the environment and the context in each given society
at a given time. As we shall see further on, “functional literacy' as
used here is not equal to Functional Literacy as conceived in the
Experimental World Literacy Progrem, EWLP.

We will also be using two other terms for describing certain stages of
the literacy process. A semi-literate person is able to decipher a few
simple words and write hivher own name and/or to make simple
calculations in written form. In other words a semi-literate person
has started but not completedd the process of basic literacy. A person
who has just achieved basic literacy we will call new-literate (Levin,
Lind, Lofstedt, Torbiornsson, 1979).

We should note two other terminological and practical difficulties.
The first is the general concept of “eradication of illiteracy™. In
reality, no country has ever eradicated illiteracy, as there always
remains a part of the population which is for one reason or another
not reached by literacy, e.g. people with learning handicaps, people
who come out of years of schooling without ever having become
literate, and so on. Thus in practice the term has come to refer to
reducing illiteracy to a very low level overall, to about 8 percent or
below. In the Third World, the term comes to be even more loosely
applied, as the business of counting and checking is more difficult
there and the conditions of life make universal coverage problem-
atic. Most countries secem 1o be on the way to “‘cradication * when
the level falls below 20 percent. 1t should be pointed out that often
the counting covers people who had the opportunity to become
lirerate, or who passed some form of literacy test, and doces not
reflect such problems as “new illiterates”™ who did not get to school
after the adult literacy effort finished. or those who “relapse into
illiteracy™ after completing a programme successfully.

- 30 -

32



The sccond is precisely the problem of what to call a “literacy
success”. “Success” is a relative word, which could be judged in
individual terms by passing a test, or by degree of retention of the
skill, or by degree of use of the skill, or by whether people also make
use of other skillvknowledge learnt in the process of literacy. Nor-
mally little attempt is made to estimate the level of success on
anything other than passing the final test. Even so, in terms of rating
a programme successful, it is important to note that most adult
literacy programmes have a level of “efficiency” of 30 percent or
even well below that, counting between initial enrollment and those
who *‘pass” the final literacy test. Only a few very large national
mass campaigns has historically done much better than that (e.g.
Cuba, Nicaragua and Ethiopia). Thus a programme should not be
judged “‘unsuccessful” on the basis of too demanding criteria!
Where strides towards eradicating illiteracy have been made, it has
usually been by incorporating very large numbers of people in each
stage of the total effort and “passing™ a low proportion, and not by
“passing” a large percentage of a smaller number enrolled.

4.2 Internationally Adopted Concepts of
Literacy

Two major assumptions have guided Unesco in its promotion of
literacy ever since 1945:

1) Hliteracy is 2 major obstacle to *‘development’. Hence, literucy is
an instrument for development. This assumption has been con-
stant, but to what degree and how literacy and development
relate has been debated and looked upon differently over time,
Recent views expressed are as for example in Objective: Literacy
(1983):

”...the eradication of illiteracy does not banish deprivation over-night.
But by eliminating one obstacle to development it will indirectly help 1o
improve living and working conditions.” {p. 7).

2) Literacy is a fundamental human right. Iiteracy in the world
must therefore be eliminated.

The international literacy trends can be divided into roughly four
periods, 1945—1964, 1965~ 1974, 19751980 and 1981 -,

1945—1964. The traditional concept of literucy, referring simply to
reading and writing skills as an end in itself, was abandoned in
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theory by Unesco shortly after its creation. In 1946 the term funda-
mental education was adopted to describe a broad field of devel-
opment activities, whereof onc was non-formal literacy programmes
for children and adults. Gray (1969) summarizes the very broad
concept of “fundamental education’

.. fundamental education is often the first stage in organized efforts to
promote personal development and community progress. From the out-
set. it stimulates awareness of individual and group possthilities. Such an
awakening may occur in a single activity, such as a health demonstration
project. In the course of time, however. it spreads to other activities. In
so far it includes the knowledge and skills usually acquired in school,
fundamental education tries 1o develop them according to the needs and
interests of the people concerned. Thus people are taught to read and
write only when they recognize that these skills are necessary to the
fuller attainment of their purposes.” (p. 17).

Myrdal (1968) points out that *“fundamental education™ or “social
cducation” became merged with so-called “community develop-
ment”. The ideologists of the community development movement
stressed that literacy must be used for something of practical impor-
tance in order to produce development. Myrdal (1968) agreed. but
added that this should be equally relevant to teaching in primary
schools. Myrdal conclrded:

“The disquieting fuct is, however, that comparatively hittie huas been
done to reform the schools and make them more responsive to practical
needs. while adult education has been either neglected altogether or
turned into something so ‘practical’ that it no Jonger encompissses any
serious attempt to make people literate.” (p. 1687).

Later on (Chapter 9.2) we will discuss the poor results in attaining
literacy dunng this period. We will here discuss bow literacy itself
was conceived.

Alrcady during this period the distinction was made between *mini-
mum standards of literacy’ and ‘functional literacy’ with basically the
same meaning as given recently by Unesco (see beginning of this
chapter). with the exception tisat numeracy was not included in the
definition of *functional literacy”.

'The limitations of p. oviding only minimum standards was very clear:

“if training is discontinued. .. the trinecs. .. soon lose whatever ability to
read and wiite they may have acquired.” (Gray. 1969, p. 21).
‘The concept of functional literacy evolved gradually during this
period.
-32 -
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The criteria used for measuring ‘functional literacy’ vary from dura-
tion of training, through the specific contents and methods consid-
ered necessary, to specific tests evaluating the literacy abilities.

A more common criterion used is, however, the equivalence to a
certain number of completed years of schooling. Four years of
schooling have often been proposed as a minimum standard for
functional literacy. Arguments against this criterion have been pre-
sented by many authors, one being the insufficient and uneven
quality of primary schooling.

The level of functional literacy required in a society varies and
changes, which means that no fixed or general equivalence to formal
schooling can really be given.

Gray (1969) discusses the advantages and disadvantages of setting
minimum standards or high standards. He argues:

*“When defining a satisfactory criterion for literacy, it is essential to
adopt a relatively high standard. for there is very little printed matter
related to adult needs and interests which can be read by anyone who has
not acquired the reading ability normally attained by children, who have
had four or even five years of schooling. So much time and energy are
expended in prepanng less difficult matenal that it cannot be produced
in sufficicat quantity to supply adult needs.™ (pp. 26-27).

He concludes finally that literacy programmes should be organized
in a series of stages.

In summary, over 1945-1964, Uncesco promoted literacy as part of a
broader cducation programme, called ‘fundamental zducation’
stressing the promotion of practical skills, for development purpos-
es. Literacy itself was conceived as exclusively reading and writing
skills, preferably acquired through learning in the mother tongue.
Distinction was already made between basic literucy and ‘functional
literacy’. The concepts used today were cvolved. Numeracy was,
however, not yet included in the definitions of ‘functional literacy’.

1965-1974. As a consequence of the poor literacy achievements in
the pist, and on the basis of a series of studies and activities directed
by Unesco to the problem of adult literacy programmes, Unesco
decided in 1964 to launch an Experimental World Literacy Pro-
gramme (EWLP) in order to find ways of transforming literacy into
an effective instrument for social and economic development. A new
“functional literacy approach™ was defined.

The World Conference of Ministers of Education on Eradication of
Witeracy. held in Teheran in 1965, gave international expression to
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this approach. As to the concept and aims of literacy it stated that
Functional literacy should:

**...not be confined to the teaching of reading and writing but should
include professional and technical knowledge thus promoting a fuller
participation by adults in economic and civic life ... be related to the
pursuit of economic and social objectives {increase of manpower output,
production of food stuffs, industriclization, social and professional mo-
bility, creation of additional manpower. diversification of the economy,
ete.)" (Unesco, 1968, p. 48).

“...lead not only to elementary general knowledge but to training of
work, increased productivity, a greater participation in civic life and a
better undenstanding of the surrounding world, and should ultimately
open the way to basic human culture.™ (Unesco/lUINDP, 1976).

Compared to previous declared aims and concepts. Functional liter-
acy now stressed strict economic growth aims such as increased
productivity and consequently included vocational subjects in the
Iiteracy programmes. The political and cultural aims seem to have
been given much less weight.

Each literacy programme would be linked 1o a specific economic
project in industry or agriculture in areas undergoing rapid econom-
ic expansion. The contents would centie around the production
process linked to each project.

‘This approach was based on the assumption that the population
groups working in fields of economic priority would have the great-
est need of becoming literate. The motivation problem would there-
fore not constitute an obstacle.

1975-1980. In the light of a critical assessment of the results of
EWLP and the very concept of its “functional approach™, and in
view of other experiences and theories, a review of the Jiteracy
concept in all its aspects characterized this period.

The International Symposium for Literacy in Persepolis held in
September 1975 on the tenth anniversary of the Teherun Confer-
ence, intended to evaluate the results of a decade of international
reflection and action on Jiteracy teaching. It adopted the " Declara-
tion of Persepolis”, which presented a whole new ideology on litera-
cy including its objectives, requisites, contents, methods and means.
It stressed the political, human and cultural aspects of literacy. It is
radically different from the functional EWLP approach. justifying

the title of the book presenting the proceedings of the symposium: A
Turning Point for Literacy (Ed: Bataille, 1976).
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The Declaration of Persepolis conceives literacy as:

...not just the process of learning skills of reading, writing and arithme-
tic, but a contribution to the liberation of man and to his full devel-
opment, Thus conceived, literacy creates the conditions for the acquisi-
tion of a critical consciousness of the contradictions of society in which
man lives and of its aims; it also stimulates initiative and his participation
in the creation of projects capable of acting upon the world, of trans-
forming it... Literacy... is a fundamental human night.

Literacy work. like education in general, is not the driving force of
historical change. It is not the only rieans of liberation but is an essential
instrument for all social change. Literacy is a political act.

Literacy is. .. inseparable from participation, which is at once its purpose
and its condition.

Literacy... would constitute the first stage of basic education... It would
permit the development of non-formal education for the benefit of all
thuse who are excluded by the present system... Finally, it will imply a
radical reform of the structures of the education system as a whole.™
(Bataille, 1976, pp. 273-275).

These declarations are very similar to the literacy “conscientization™
ideology, expressed in Paulo Freire's publications (Freire, 1Y72a.
1972b). Freire himself participated in the Persepolis symposium,
The rise of the new approach should probably be seen in relation to
the poor quantitative results of EWLP and the broad influence
Freire had on adult educators during the decade 19651974,

In Unesco’s own critical evaluation of EWLP, the narrowly terh-
nical/economic aims of the *Functional™ projects were reviewed in
July 1975, when the Recommendations of the Expert Team on
Evaluation of Experimental Literacy Projects declared:

... the concepts of functionahity must be ex-tended to include all it
dimensions: political, economic, social and cultural, Just as development
is not only economic growth, so literacy... must aim above all to arouse
in the individual a4 critical awareness of social reality, and to enable him
or her to undenstand. master and transform his or her destiny.” (Unesew/
UNDP, 1976, p. 191).

Ever since these conclusions were drawn, it has been gence-rally
agreed in international literacy debate that literacy should be func-
tional in a broad sense and that literacy is only a first step to
achieving the objectives set out.
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1981-. While “‘new™ definitions of literacy have not been forth-
coming. recent debates have revealed a variety of different ap-
pruaches to literacy. The real establishment of literacy as @ human
right in international consciousness has served to promote three
different tendencies:

a) The popular education movement, which draws on sources like
Freire and the Catholic Liberation Theologists. In this view,
cducation in its broad sense is regarded neither as a “social
service' nor as an “investment in human capital”, but an act of
cultural affirmation and liberation. thus a collective community-
based act by the exploited classes and groups of society closely
integrated into the organization of resistance and change. Part of
this act is for the community to make itself literate in a collective
consciousness-raising fashion, with community organization an
essential goal.

b) The idea that literacy must be promoted on a mass basis, as an
integral part of general political and economic (evolutionary)
change. This has led to the (somewhat idealistic) promotion of
mass campaigns as a general recipe for dealing with illiteracy (and
injustice). under the slogan of “eradication of world illiteracy by
the year 20007, The Udaipur Seminar’s Literacy Declaration
encapsulated this idea as follows:

A literacy campaign must be seen as a necessary part of a national
strategy for overcoming powverty and injustice. " (quoted in Bholay 19K3,
p.245).

‘The choosing of 1990 as a UN International Literacy Year arose
as a consequence of the setting of the end of the century as the
target for the cradication of illiteracy.

¢) The "Education for Al approach, which has been voiced in
various infernational organs in somewhat chinged forms over
time. Initially, the idea arose form a concern that education. and
in particular primary cducation, was not “relevant” enough. and
it thus took the form of a proposal that “basic™ education should
be provided for everyone. It was the insistence on education for
everybody which distinguished the idea from the previous tenets
of “Fundamental Education™.

“Basic education should be provided for atl children and adults as soon as
the avinlable resources and conditions permit.” (World Bank 1980, p.K6)

The recognition that education is the right of all, and that universal
Iiteracy involves coneentration on both child and adult education, is
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Jaudable. However, the concept of basic education was rather vague,
grounded in a blend of both context-relevant and more general
subjects. The Unesco definition (Unesco 1979) was:

**...teaching whose objective is the acquisition of knowledge and skills
(for example, literacy, arithmetic) necessary for living in a society.”
(p.118, own translation from French).

The definition left a lot of leeway for anyone to decide what basic
education would be for. One criticism we could advance was that
basic education could easily become another way of giving rural
people an inferior education designed to make them prisoners of the
soil and to shore up the status quo. However, the concept also
coincided with the moves in the industrialized world to going “Back
to Basics™, that is, for education to be cven more centred around
literacy and numeracy and “core” academic subjects, with intensi-
fied testing and cxamining.

At the same time, the 1980's were proving to be calamitous for Third
World economies, and conscquently for education. State budgets
declined, teachers were pushed out or sought other employment,
school conditions and supply of materials worsened; and in many
cases, families ceased 1o be able to afford the direct and indirect
costs of having children in school, let alone the adults spending time
on literacy. The process of “structural adjustment”, conceived to
reduce nations’ rapidly rising debt and put economies in tune with
the “‘real’” conditions of the world market, had further negative
impact on employment, the social sectors, and education. In re-
sponse. international agencies (led by UNDP, Unesco, UNICEF
and the World Bank) set in motion a new drive for “education for
all’”, 10 be marked by a world conference at the beginning of In-
ternational Literacy Year. The type of education presently being
considered ““for all”" is oriented by the ““Back to Basics™ approach,
and it is considered important that through both formal and non-
formal channels, “efficient”” education of internationally-equivalent
guality be provided, and certificated by harder reliance on exam-
inations (WCEFA, 1959).

‘The concept of basic education as context-relevant “applied™ educa-
tion (formal and non-formal) is grounded on the idea of building
increased self-reliance through the development of the “non-for-
mal™ cconomy at local level. As internationally-equivalent educa-
tion (with stress on formal primary schooling), it is grounded on the
idea of building the national economy by increased adoption of

-37 -~

39



technology and production of export goods. Both see literacy as an
cssential part of education. Both have their theoretical strengths,
but both are liable to considerable misuse.

Our unhappy feeling is that, however the notion of “basic educa-
tion™ is interpreted in the near future. what is lacking under the
current economic crises are the resources, the political commitment,
and the motivation necessary to create and satisfy the demand for
cducation, in particular for adult literacy. And while the vicious debt
circle persists, adult literacy efforts are likely to be significantly
eroded throughout the Third World.

10



5. Why Literacy?

In the previous chapter many arguments for adult literacy have been
included in the objectives and concepts presented. They do not,
however, present arguments against literacy, nor do they include
answers to the question of setting prioritics between literacy and
other cfforts in education or in other development areas. These
questions deal with literacy's role in development as a whole and the
impact of literacy.

It is impossible to separate these questions from the account of the
problems of implementation of literacy. We will therefore return to
these guestions in forthcoming chapters.

5.1 Historical Perspective

Historically. literacy shows itself to be linked to state formation,
trade and cultural exchange, urbanization and economic expansion.
Amove and Graff (1987) argue that prime factors in large-scale
increases in literacy ... have been more closely related to the efforts
of centralizing authorities to estoblish a moral or political consensus,
and, vver the past two hundred years. to nation-state building.”
(p.2).

During thousands of years the ant of reading and writing remained a
monopoly preserved for a specialized class of scribes or a small elite.
When the industrial revolution started around 1750, almost S(G0
years had passed since the art of writing was first initiated. Still 90 %
of the world's population was deprived of this art.

The invention of printing at the end of the 14th century made it
technically possible to spread literacy to larger segments of the
population.

The printed word came about in the process of interaction between
social and technical change. The Reformation and the birth of
capitalism represented social struggles, where the written word was
used to intimidate those in power, as well as the other way around.
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“The rising bourgeoisic used the written word to help them effect their
revolution and gain power... But once in power the bourgeoisie changes
its attitude to writing ~ it becomes a method of control rather than
rebellion.™ (M. Hoyles, 1977, pp. 25-26).

There are many historical examples illustrating literacy as a two-
edged sword. Cortez destroyed the written treasures of the Aztecs,
the Nazis burnt books.

Both economic and ideological-religious factors have influenced the
growth and at some times the stagnation of literacy.

In Venice, a high rate of literacy was attained in the 15th and 16th
centuries, because it was necded for navigation and soldiers needed
to be literate to read gun manuals.

A successful national reading campaign for all was carried out in
Sweden under the control of the Protestant Church during the 17th
and 18th centuries, in order to root the Catechism deeply in people's
moral attitudes and behaviour.

Industrialization/urbanization and widespread literacy are clearly
inter-related. It is however not a simple correlation, that industri-
alization comes first and then the universalization of literacy, or vice
versa; examples exist of both.

In the mid-19th century more than 50 % of the adult population in
muost parts of Western Europe was literate. However, the countries
showing the highest rates of literacy did not coincide with those most
advanced in industrialization at the time. Protestant countries, such
as the Scandinavian countries, Scotland, Germany, Holland and
Prussia were more advanced in literacy than England and France,
although they were less developed. In the rural and Catholic south-
ern parts of Europe, illiteracy was still well above 50 %.

The relationship between industrialization and literacy scems to be
dialectical, in that industrialization both requires more advanced
and more widespread knowledge and skills, while a certain level of
education among broader sectors of the population facilitates indus-
trialization, which in its turn creates conditions for and a need for
more widespread schooling.

The European experience also shows that conditions for literacy in
rural arcas vary. Cipolla (1979) states:

“In general one can say that where small private plots dominate, the rate
of hiteracy 1s higher than in arcas where the landowners are few and the
agricultural workers many.”
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The industrialized capitalist societies, such as Western Europe and
the USA. had become nearly fully literate societies (i.e. over 90% of
the adult population with both reading and writing skills) by the
beginning of the 20th century. through the introduction of universal
schooling for children in the mid-19th century. According to tables
presented in Cipolla (1970, p.90. 92), it took England 32 years
(1853-1886) and France 28 years (1860-1888) to reduce their illitera-
cy rates from 30 % to 10 %. France took 53 years (1835-1888) to
reduce its illiteracy rate from 50 % to 10 %.

In summary, the main factors behind this breakthrough of universal
schooling seem to be:

— Changed relations of production, whereby the societal condi-
tions led to increasing requirements for widespread literacy
and elementary skills.

— Changed power relations and class contradictions, which ied
the bourgeoisie in power to demand a more efficient social and
ideological control of the masses. (One strong argument used
for introducing universal schooling was that it would reduce
criminality).

- Demands for democracy and equal rights, such as to educa-
tion, by the emerging working class and hberal reformers.

~ Economic development, which created the material and struc-
tural conditions for the expansion of schooling.

The mass literacy campaign of the USSR between 1919 and 1939, is
the first attempt in history by a state to wipe out illiteracy among its
adult population within a relatively short period of time. In 20 years
illiteracy was reduced from 70 to 13%. Before the Revolution, under
the Czarist monarchy, literacy was improving at the snail-pace of a
half per cent per year. This would have meant anywhere between
150 to 3(X) years for illiteracy to be eliminated (Bhola, 1982). The
driving force behind the literacy campaign was the Revolution, its
ideology and its purpose of changing a traditional socio-economic
system into a modern socialist industrial one.

Historically, then, there are two principal models for the attainment
of universal literacy within a nation. Onc is the introduction of really
universal primary education (UPE), which will gradually eradicate
illiteracy in a nation. (It should be noted that “really UPE" implies
not only everyone going to school, but everyone becoming literate
thereby). In the North, the introduction of UPE had to be fought
for, and winning it in real teffns involved the state assuming the
project as its own and having the power and resources 1o turn UPE
from a right into a legally-enforced duty.
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The second is the “accelerated™ model. which combines the in-
troduction of UPE with large-scale literacy activities directed at
adults. The latter is not generally sufficient to maintain universal
literacy in the absence of the former (there is the partial exception of
the Swedish reading campaign in the 17th Century). It is at least
arguable, moreover, that the accelerated model requires more state
power and more economic sacnifices than the “gradualist” UPE
strategy.

How do these models apply to the South today? In some cases, such
as parts of Latin America and East Asia, (e.g. Uruguay, Argentina,
South Korea, Taiwan), nearly universal literacy has come about
through the more gradualist UPE model, without mass campaigns
and popular .rmed revolutions (indeed, with some extremely des-
putic dictatorships along the way). In other cases, the conquest of
power by a popular movement has seen the application of the
accelerated model with some success (Cuba, Vietnam, Tanzania, to
name a few), even in the absence of large strides in industrialization
and economic development.

In general, however, a brief glance at the statistics in Chapter 2
rapidly shows that universal literacy is not coming about “by itself ™,
and that the struggle is far from being won. One maybe complacent
about the Newly Industrialized Countries, and excited about revolu-
tionary countries (though really universal literacy is probably a
rather tenuous achievement even in these), but between the two lie
the countries with the most illiterates. The dependent nature of
political and economic (under)development in most of the South has
carried in its wake a process of structural marginalization of the
economy, particularly of the peasantry and the unemployed. This is
accompanied by weak organization and direct suppression of politi-
cal movements, restricted industrialization (often in capital-intensive
forms), and regimes with a low level of legitimacy and/or power. The
state is unable to accomplish the mass mobilization needed for the
“accelerated” universal lhiteracy project, and indeed, often would
prefer not to face the potential threat posed by mass mobilization.
The underdeveloping economies get further and further away from
being able to pay for UPE itself, which is crucial to both historicel
models. The peasantry, finding its exploitation on the increase and
its attempts at organization suppressed, turns to well-tested (but
uncoordinated) passive resistance, which often includes rejecting the
cducation on offer. It is hard to project the smooth attainment of
universal literacy in the Third World under such conditions.
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Certainly, states with some legitimacy can, within the limits of their
dependency, promote an evolutionary improvement in the living
situation of the expluited classes, and also make significant inroads
on illiteracy. But overall, we believe that the attainment of global
literacy is reliant on popular governments coming to power in the
Third World, and on thorough restructuring of the international
situation of political and economic dependency.

5.2 Pro and Contra Adult Literacy Efforts

Reviewing the literature, five arguments can be detected against
considerable efforts to spread literacy among adults in Third World
countrics:

1) The introduction of Universal Primary Education (UPE) will
eventually do away with illiteracy, such as has been done in most
European countries.

2) Television and radio can provide adults with functional educa-
tion, so as to improve their lives and to promote cconomic devel-
opment without literacy {Verner, 1974).

3) “In time. after more urgent needs have been met, literacy may
then itself become a need. Underprivileged adults have a greater
need to learn marketable skills than to become literate.” { Verner,
1974, p. 310).

Unesco expressed a similar view in 1946:

... 1t is more important to teach people better agniculture und village
hygicne than to take time teaching them to read. When they are better
fed and in better health, then literacy campaigns can be started.” (Fun-
damental Education, 1947, p. I8K).

4) Making the underprivileged literate might create high expecta-
tions and demands which would lead to upheaval against the
established order. This argument is nowadays seldom declared
openly, but it could be a reason for insignificant investments in
literacy, as a peneral “status quo™ policy.

5) Literacy often has negative effects:
~Are we fully aware and concerned about the... often destructive poten-
tial of our literacy endeavours and the indirect. negative influences and
repercussions on developmental processes which are apparent m phe-
nomena hike rural exadus, negligence of traditional skills and cultural

heritages hound to pon-written transfer...?” (Hinzen, Hom, Leumcr.
Nieman, 1983).
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Freire (1972) criticizes literacy led by the “‘oppressive society" as
being “'dehumanizing”, “‘oppressive’ and "domesticating”, rein-
forcing existing injustice and the dominant culture. Unless litera-
cy is organized for liberation and transformation of the oppres-
sive system through a “'conscientizing™ process, it is not desirable.

The first three of these arguments are interlinked and often used
simultanously. None of them are, however, used today by interna-
tional agencies like Unesco.

It is strongly advocated by these agencies and other experts that
UPE must be introduced in parallel to adult literacy, or else new
illiterate generations will continue to grow up. UPE without non-
formal literacy programmes would not eradicate illiteracy in any
predictable time, considering the present rates of school attendance
and the inefficiency of primary schooling, producing high drop-out
rates and people relapsing into illiteracy. Primary schooling will not
improve its quality, as long as school children live in illiterate envi-
ronments with illiterate parents. The fact that parents’ educational
background influences children’s school achievement is an impor-
tant argument for adult literacy, used by many authors (Myrdal
1968, Rafe-uz-Zaman 1978. Unesco 1980).

The use of radio and television instead of literacy has also becn
widely repudiated, although the idea is being revived in some circles.
In many rural arcas, these media do not exist, or do not function
properly. In any case, the one-way communication provided by
these media - if available - is not enough to teach illiterate aduits
useful skills. To the extent that non-print media are available to the
majority, they can on the other hand supplement the print media in
carrying development messages or elements of teaching. In this case
they can aiso play an important role in the process of mobilizing
people for literacy (Myrdal 1968; Rafe-uz-Zaman 1978; Levin. Lind,
Lofstedt, Torbiornsson, 1979; Bhola 1983).

The third argument is perhaps the most complex, because it says
YES but NOT NOW, considering that other basic needs are greater
and literacy is a marginal need. It is generally shown that motivation
for literacy is very low, especially in deprived rural areas. One of the
fundamental problems to be considered in planning literacy pro-
grammes, is exactly how to create motivation. If the lack of motiva-
tion had always been accepted as an argument against launching
literacy programmes, then we would certainly have had less progress
in literacy today than we have. Myrdal (1968) argues against those
who depreciate the importance of literacy:
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*... Literacy opens up avenues of communication that otherwise remain
closed, it is a prerequisite for acquisition of other skills and the devel-
opment of more rational attitudes.™ (p. 1668).

In response to the lack of a felt need of literacy among the masses,
Myrdal (1968) advocates that literacy programmes should have the
character of a ““movement” and a “‘campgign”, in order to create this
motivation by propaganda and by local example.” (p. 1662).

Most literacy literature argues similarly in favour of literacy as a
priority task, and not as a task that can wait until other signs of
development appear. The main argument - apart from social justice
and fundamental human rights - is connected to the question of
literacy's role in development.

In spite of the efforts made within the EWLP to evaluate the social
and economic effects of literacy, the causal link between literacy and
development remains ambiguous or unproved. There are, however,
numerous examples of coincidence between advances in literacy and
advances in cconomic and social development. World Bank studics
purport to show that the highest rates of return are obtained from
investment in primary-level education. and that agricultural produc-
tivity increases when a farmer has completed four years of schooling.
Other studies have clearly shown the positive effect of basic educa-
tion on health, nutrition, mother and child care, and family planning
(Psacharopoulos & Woodhall, 1985).

In general, we adhere to a dialectic view of the relationship between
literacy and socio-economic development, in accordance with, for
example, Myrdal (1968):

... their influence on each other must be mutual and cumulative™. (p.
1667),

or with the conclusions from the International Seminar on Cam-
paigning for Literacy in Udaipur, India, January 1982:

*The Udaipur Seminar expressed the view that while the role of hteravy
in development was indeed significant, there was nothing automatic or
deterministic about the literacy and development consnection.” {Bhola,
1983, p. 204).

“Literacy and the politcal economy of a society are in a dialectical
relationship, ecach affected by and affecting the other... Literacy work i»
never too early since it is ‘potential added” to individual new literates. to
therr families and to their communities.” (Bhola, 1983, p. 208).

There are certainly examples of industrial and/or cconomic devel-
opment preceding mass literacy, such as was the case in many
European countries. Even if mass literacy may not always be a
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necessary condition for economic development, it can facilitate the
introduction of innovations of all kinds that are part of the devel-
opment process (Levin, Lind, Lofstedt, Torbiornsson, 1979).

It is in this context necessary to stress the importance of adult
literacy as compared to children’s education, because of the rela-
tively short time it takes to teach adults, and particularly becausc of
the active role adults already have in society. Tanzania's President
Nyerere illustrated this, when in 1964 he said to Parliament:

“First we must educate adults. Our children will not have an impact on
our own development for five, ten or even twenty years.” (Johnsson,
Nystrom, Sunden, 1983, p. 4).

Regarding the potential of adult Literacy, the education of women is
particularly interesting, because of their central role in the produc-
tion of basic food crops and their key role in transferring habits,
skills, attitudes, etc. to the children.

The widening gender disparities in illiteracy in different regions 1s
today worsened by severe economic constraints and increasing debt
burdens. The economic crisis is very likely to resuit in increased
demands on women's work and duties, as well as less prionty for
literacy. Without strong popular movements promoting women’s
participation, including in literacy, illiterate poverty-stricken wornen
will continue to be the most exposed victims. However, achieving
literacy could be one of the first steps in a process enabling women
to take control over their own lives, to particpate on a more equal
basis in society, and eventually free themselves from economic ex-
ploitation and patriarchal oppression. In addition to social justice,
human rights, and equality, there are many other human, social, and
economic reasons to urge governments and organizations seriously
to take special actions to promote women's literacy. The sole fact
that mothers’ level of education has a positive effect on children’s
health and progress in school should be a strong enough argument.

The fourth argument agaiast literacy is a political one. Literacy is, as
we shall see later on in more detail, a political issue and a political
process. It is important to note that literacy therefore plays different
roles, depending on the specific political context as well as on the
socio-cultural and economic context of a literacy programme. Litera-
cy has specific ideological aims (sometimes religious) often reflected
in the contents of a literacy programme. It requires a certain partici-
pation in organizing. mobilizing, teaching, learning and discussing;
and finally it provides a tool for further acquisition of information
that might be political. In countries with governments wi ch do not
give priority to literacy or other basic needs. adult Iterucy is orga-
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nized on a limited scale, mostly by Non-Governmental Organiza-
tions (NGOs), religious, humanitarian or political. Governments,
especially those which represent a repressive system against those
struggling for social justice, are often threatened by literacy activ-
ities, not so much because people become literate, but rather by the
organized activity that is needed in order to bring about literacy
(Levin, Lind, Lofstedt, Torbiérnsson, 1979, p.63).

The political arguments in favour of mass literacy are mostly used by
governments who promote some kind of mass participation or de-
mocracy in society or by opposition movements or organizations,
such as national liberation movements, who see literacy as a facilitat-
ing tool in the struggle to mobilize people for specific political aims
and tasks. In any case, the possible political importance literacy may
have, depends obviously on who organizes it, for what purpose, and
in what context. This issue will be discussed in more depth below.

The last argument referred to against literacy, considers its possible
negative effects. This argument does not imply that literacy should
never be promoted, but rather that it should only take place when
certain circumstances (existing or created) permit a positive effect.

Bhola (1982) responds to these arguments by saying:

“Some of the consequences of literacy may be negative and even un-
avoidable: but when not deliberately abused literacy is positive and
potent. literacy can not wait.” (p. 27).

We have so far discussed the justifications for literacy in regard to
the society at the level of the local community or the nation. The
justifications in regard to the individual or the family are not all the
same. They are closely linked to the problem of motivation for
literacy. to which we will return.

One of the most important arguments for literacy is related to basic
human rights and is relevant for all these levels (individual, family,
community. ctc. ), as is expressed by Fagerlind and Saha (1983):
“Literacy is also a basic human right which expands personal choice,
control over one’s environment. and allows for collective action not
otherwise possible.” {pp. 43—44).
Considering the many disadvantages that illiteracy implics for the
individual illiterates, one can use the argument formulated by an
International Seminar held in Berlin in 1983:
“If there are elose to one billion adult illiterates in the world - as there

are - then there are alvo one hillion living reasons for literacy.” {Ford-
ham, 1985, p. 23).
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As has been remarked, those who argue against literacy are those
who arc already literate!

5.3 The Value of Literacy

In summary, the question “Why Literacy?”’ can be answered with a
wide range of justifications related to either basic values or assumed
effects of literacy in different contexts. Literacy in itself, however, is
only a potential tool, that may or may not be used for a great variety
of purposes of an economic, social, political, and cultural nature. As
a capacity it can be dominated to a greater or lesser extent and.
without application, it can easily be lost. The capacity can be used
by various agents for a large number of ends. Literacy is a flexible
tool, and its learning has at least two key moments. One is precisely
the period in which it is being learnt, that is, bow it is delivered,
which is of itself so important that it can come to represent the
praciple means for attaining the objectives contemplated. The
other, more obviously, is its later utilization.

As an instrument of communication, it is evident that literacy is not
merely an individual capacity, but also an instrument for collective
activity. On top of this. literacy being (by design or not) a part of an
education system and of a political cconomy in general, it is clear
that its delivery/acquisition (or not) will be influenced by a large
number of motivations and aims which will very often be contradic-
tory. or unite only around a common wish to deliver/acquire.

We will thus also enter into a consideration of two fundamental
issues in literacy work: the objectives of the deliverers of literacy,
and the motivation and aims of the potential acquirers of the skill.



6. State Objectives for Launching
Literacy Programmes

In general, the State (in the form of the ruling party or the govern-
ment) constitutes the driving force for launching literacy activities. It
may wish to respond to demand from the people, or have to yield to
pressure from international sources, from the public, or from oppo-
sition groups. It may even take over the literacy initiative to defuse
or ncutralise its potential for supporting or legitimising opposition
groups. State provision of literacy may, as was historically the case in
Europe, represent a strategy for social control, social discipline, and
legitimation of incquality (Graff, 1977). Adult literacy is, however, a
chancy strategy for social control, and two positions are to be found
as a result, to control via literacy, or to control through leaving
people illiterate! Nonetheless, one should not underestimate the
legitimacy that literacy activities can provide internationally to a
government; and the creation of substantial moral pressure on re-
giraes to “'do something about illiteracy™ is an interesting example of
the way that multilateral and bilateral aid agencies have influenced
governments to get involved in activities in which they may not really
have very much interest.

When the state actively promotes literacy activities, its motivation is
usually based on the expectation that they will serve as an in-
strument for making other changes in the society, t.c. literacy is
conceived within the framework of the state’s development strategy.
Without doubt, part of the motivation may reside in an cgalitarian
ideology and a respect for human rights. Nonctheless, even in this
case, to run literacy programmes the state always has to devote
significant resources to them. which will be limited by the jevel of
cconomic development and will also automatically represent some
other non-realized investment. Thus the state will try 1o make the
most of its investment in terms of overall outcomes, i.e. the trans-
formation of the society or some part of it, politically, socially and/or
cconomically. The state itself s not monolithic, furthermore. so
often its literacy programme will in fact include diverse aims respon-
ding partially to various different pressures, some seeing the political
potential of the programme, others the economic aspects. Thus a
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statement of national literacy aims is often a mixture of human rights
declarations, political objectives, social aspirations, and economic
strategy. However, in most cases the principal objective involved is
clearly identifiable, and so we will treat the issue by looking at such
principle objectives one by one.

6.1 Socio-political Objectives

First of all, the mere promotion of literacy activities can benefit the
state, and give it some legitimacy in the eyes of the people: the state
is doing something for us.” The project represents both an immedi-
ate consumption good for the under-privileged and an apparent
investment in the participants’ future, as well as having the ad-
vantage of transferring the responsibility for making good use of the
opportunity onto the population itself. At the same time, interna-
tional approval can be acquired, as well as a supply of aid funding.
However, risks are involved. Usually the programme needs to be of
large enough scale to merit attention, and if it shows no satisfactory
results, in the long term the state can be discredited.

As previously noted. the activity can serve the intended objectives
both through its process and through its results. Notably, socialist
states have explicitly made use of the process to attain political
objectives. The content serves to inform the participants about
aspects of national policy, while the organizati:~al form, of mass
campaigns in a semi-military styis ~ttains various objectives simul-
taneously. The campaigns mobilize the people on a large scale to
participate in an organized collective act of solidarity with the revo-
lution, with important effects not only on the illiterates, but also on
the society's “*middle classes™, who represent a potential obstacle to
the socialist project as a whole, but who can fairly easily be mobili-
zed to participate in a “welfare™ project like literacy. Then, through
their direct contact with the campaign organization and the masses,
the *‘middle-class™ teachers themselves receive a political education.

It is evident that such campaigns are difficult 10 carry through
cutside a situation where the state represents a promise of Large-
scale social and economic transformation.

Subordinate to these primary political objectives which are reached

principally through mass participation, there exists a series of other

objectives. The experience of mobilization can be used for other

purposes later on. The collective participation in classes can be

made use of to mobilize the participants for other purposes, e.g.
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construction of social infrastructure, or participation in coopera-
tives, etc. (Ethiopia provides an interesting experience of this). The
question of reinforcing national identity/unity comes up frequently,
through the contents, and sometimes through language, either by
using literacy to spread a national language (e.g. Mozambique), or
by using literacy as an affirmation of giving value to various national
languages and promoting “unity in diversity” (e.g. Ethiopia). Occa-
sionally the message of the campaign is reinforced by using conscien-
tization methods adapted from Freire (e.g. Nicaragua), but in gener-
al states do not apply this method in “*pure™ form, due to its political
potential for promoting uncoordinated local actions and even crit-
icism of the state itself.

The objectives are profoundly rooted in large-scale participation,
and in creation of social mobilization, so little weight is put on the
academic guality of results. Often this implies a fairly low level of
literacy skills, and numeracy is often omitted. However, there is
hardly any sense in promoting literacy campaigns if no-one becomes
literate or no-one can use the skills acquired, so an immediate, if less
*hot”, follow-up becomes necessary.

Even outside the socialist use of literacy campaigns, it is clear (as
admirably shown by Freire) that in all cases literacy is a political act,
and both overt and covert political messages are to be found in all
literacy programmes.

6.2 Economic Obijectives

As argued, political and economic objectives are closely intertwined
in the long run, from the state’s point of view. Thus it is rare to find a
literacy programme which is justified solely from an economic stand-
point. However, some kind of economic reasoning lies behind all
state literacy projects, and in many, it predominates. This is log-
ical,not only because literacy requires investment, but also because
the decision to use literacy as a point of departure is rooted in a
vision of society (or part of it) becoming different, i.e. “more devel-
oped™, where literacy and numeracy play a role in the relations of
production.

Giving emphasis to literacy’s economic potential can give rise to
farge-scale programmes or 1o small highly selective projects, con-

trary to a situation where primarily political objectives automatically
lead the state 1o large-scale activities. In general, the allocation of
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predominantly economic functions to literacy represents an evolu-
tionary view of social change, i.e. the programme is redolent of
expressions such as *self-help”, “*raising the standard of living”. etc.,
implying a process of gradual improvement, rather than rapid social
restructuring.

On the one hand predominantly economic objectives for literacy
can result in a highly work-oriented programme, which tries to build
an immediate link between *theoretical” study and productive prac-
tice, and which incorporates a large amount of technical information
about production. The EWLP (see below) is the most exaggerated
example of this approach, then called “Functional literacy™ (for
convenience, we will refer to this approach as Functional in the
future). With the exception of Tanzania, Functional literacy has
been confined to fairly small-scale programmes, mostly inclined
towards raising the productivity of illiterates within economic pro-
jects or “development schemes™, in many cases in the form of trying
to raise the subsistence level of peasant farmers through providing
the bases for greater “selfreliance™.

On the other hand, (perhaps largely arising from EWLP lessons),
the economic “evolutionary™ approach can consider literacy to be
ene of a large number of inputs to build economic growth, serving as
an impulse by. for example, promoting “modern™ attitudes in the
participants and putting useful instruments in their hands, like some
information about production techniques, and some ability to read
instructions, calculate with money, work with measurements, write
reports, ete. This approach is often built into development projects,
the curriculum bhecomes more general, and the promoters do not
expect immediate and direct economic results from it. Often. in fact,
this expectation is transferred onto the post-literacy stage, where
“learning to read’ is supposed to tumn into “reading to learn™ {to
borrow 4 phrase from Singh, 1976).

6.3 General Demand-meeting Objectives

One also finds 4 number of guite large-scale programmes which are
not directly integrated into a development plan and which have at
most an “‘evolutionary” political perspective. These are often to be
found in countries where illiteracy is not regarded by the state as a
major praoblem but where the state decides to respond to public (and
even international) pressure to *do something about it *. Given this
decision, literacy is then seen as something which could be a long-
term socio-economic investment which gives “hidden reserves of
talent™ an opportunity to manifest themselves. Use is not made of
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direct and constant social pressure to impel enroliment. Rather, the
programme provides access to education for those who want it. In
such cases, it may even turn into a long-term indicative plan for the
eradication of illiteracy. Apart from low-key mobilizational tactics,
such programmes are marked by a general curriculum, by careful
attention to the techniques of teaching literacy, and by the creation
of a technical infrastructure composed of trained local literacy offi-
cers as well as paid teachers (often with relatively high level of
schooling). This arises because the main attraction of the pro-
gramme is its pedagogical quality. The state is usually fairly ambiv-
alent about the programme, and, if it fails to attract much enroll-
ment, is prepared to discontinue it without much remedial effort. In
this kind of programme it is also notable that the state is often
prepared to give NGO's a fairly large role.

6.4 The Contribution of intemational
Agencies

While the nationi state appears to play the dominant role in the
provision, or not, of literacy to its illiterate citizens it is possible to find
many examples of states involving national NGOs in literacy activities.
orof national or local level NGOs taking the initiative in literacy work.
Furthermore, it is increasingly becoming the casc that states and
NGOs turn to extra-national organizations for funding, which there-
by intervene in the provision of literacy to people while not repre-
senting their national state. The importance of this influence is casy to
derive from our discussions (above and below) of the role of Unesco.
notonly in promoting literacy and securing its status as a human right,
but also in influencing individual countries and programmes as what
kind of hteracy should be provided und how it should be delivered.
Other UN agencies, such as the UNDP and UNICEF, have also
played a role in literacy in a similar way, as have the World Bank and
other aid agencies. There can be little doubt that the participation (or
intervention) of these organizations represents a further set of ob-
jectives which influence who gets what kind of literacy. These diverse
organizations represent a wide spectrum of different national (or even
privitte organizational) interests, and the UN agencies represent an
even more complex forum of international agreements, so that “who
pets what™ also varies widely. On one extreme, some organizations
decide what to support on the basis of democratic criteria, and
provide aid with few strings attached: on the other |, “intervention-
ism’" is much more pronounced In Arnove (1980), a previous director
of i project run by a large foundation is quoted as saying:
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*“...the government’s and the foundations assistance programmes have
been striving to thwart communism, sell America’s producers'goods,
raise foreign living standards, or all three at once.” (p.215)

In considering what happens in national literacy programmes. the
more or less evident international purposes in supporting and even
influencing them should not be overlooked. It is certain that some
measure of sclf-interest will intervene. In a situation of extremely
unequal global distribution of power, capital and resources, the “aid
marketplace’ cannot but function as yet another site of unequal
relations, where the donor is able to influence the recipient.

In the next chapter, we will look briefly at another set of intcrests
which may intervene in literacy provision, that of NGOs at the
national level.

References for this chapter

Background thoughts on the role of the state in literacy are to be
found in Freire (1972a), Wangoola (1983). Kweka (1983), Street
(1985). Carron and Bordia (1985), Amove and Graff (1987). The
issue of the role of education in a state and of the state’s role in
education has recently been gaining prominence: Giroux (1981),
Dale et al.(eds). vols. 1 and 2 (1981), Carmnoy and Levin (1985) are
some examples. Arnove {ed.. 1980), represents an interesting look
at the objectives of aid-givers in general.



7. The Role of National NGOs

In the organization and teaching of adult literacy, NGOs have often
had a salient role to play. Where the state actively promotes literacy
work, it often can also involve NGOs and mass organizations in the
activities. Where it has 2 more passive stance, it may permit NGOs
to take on the task on their initiative, or cede part of the national
programme to them. In other cases NGOs, especially community
organizations, have managed to carry out activities that the state is
against but is not able to stop.

The range of organizations falling under the title *"NGO™ is so very
broad and diverse that the term is of little use except for (partially)
defining what an organization is not. Initially, in the field of adult
education we may discriminate between those of purely national
origin and those which are internationally linked or stimulated. In
the former category fall everything from community-based orga-
nizations and clubs to large independent non-profit-making orga-
nizations with national coverage: while in the latter are to be found,
for example, organizations of the established religions. or branch
organizations of international education associations. Thus the role
of NGOs in adult literacy might best be approached from some
examples.

In Latin America, there has been a phenomenal spread since the
late 19607s of “‘popular education”, which grew up as a popular
expression of the need of the exploited classes and groups in society
to organize and educate themselves to resist oppression, recover and
re-create their own culture, and work cooperatively for social
change. The roots of the movement are probably to be found in a
combination of resistance to exploitation, the Paulo Freirian use of
literacy learning for liberation, the theories of Antonio Gramsci on
the formation and role of intellectuals organic to the working class,
the activities of liberation theologists within the Catholic church.
and the organizing activities of banned political movements. Starting
out on the basis of community organizations which combine orga-
nizational with educational work, the trend aas been to grow to-
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wards the creation of a broad popular front of community-rooted
organizations which struggle collectively against the general struc-
tures of oppression while maintaining particular community-interest
issues high on each organization’s agenda, Within **popular educa-
tion”, literacy work may form part of the acitivities. In Latin Amer-
ica, partly due to the continental *‘umbrella” of the Catholic church,
which offers wide contacts and some shelter, and partly because one
common problem is scen to be US influence in the continent, these
organizations have managed to create regional networks and orga-
nizations that cover a number of countries. The scope of operation
of each organization varies widely, under conditions which vary
from revolutionary states, through elected governments to dictato-
rial military regimes; but even in the last case, it is clear that the
organizations have managed to find the cracks and spaces in the
control of the state and move ahead, even under very dangerous
circumstances. A very similar movemen.t, with some church support,
has been growing steadily in South Africa over the past twenty years.

In India and in other parts of South Asia, NGO involvement in
non-formal and literacy eduation for adults and children has burge-
oned. On the onc hand, community organizations similar to popular
education movements have sprung up in response to social repres-
sion in the structures of the local society, c¢.g. caste and *‘feudal”
class repression, and exploitation of women. However, from our
reading they scem not to have achieved the same “network”” orga-
nization across the countries, though they may closely related to
local political parties/groups. On the other hiand, there scem to be a
very large number of education-oriented NGOs which work closely
with the states themselves, meaning a collaborative sharing of tasks
between states’ {adult) education departments and these NGOs.
There thus arises a combination of state and external financing,
specialized NGOs to develop curricula and train teachers, and com-
munity organizations to mobilize and incorporate the learners. In
some instances (as happens also in Latin America), university de-
partments take on the role of providing expertise. An example of
this collaborative organization is to be found in the **Bay of Bengal
Project™ (BOBP), which was initiated among the fisherfolk of five
countries bordering the Bay, with the original objective of improving
fishing techniques and raising living standards. Financed by Sweden
and executed by the FAQ, the project has spread to involve several
state adult education departments. literacy-oriented NGOs, and
local community organizations concerned with women's issucs, non-
formal basic educiation for out-of-school youth, etc. {see National
Swedish Board of Fisheries, 1984). Some of the Indian NGOs in-
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volve very large numbers of people in literacy, though still small in
relation to the background of India having 30% of all i!litera(tes in
the world,

In Africa, fewer *“‘constituted” local community organizations seem
to operate, although rural communities are tightly orgznized and
interwoven by family and clan ties. In some of the more econom-
ically developed nations, trade unions perform a special function in
the education of members. Political parties often have a women's
organization and a youth organization which have a role to play in
literacy work. Sometimes service organizations are found, such as
the Adult Literacy Organization of Zimbabwe, which provide the
technical inputs of programm.e development and teacher training
against payment (see Lind et al, 1986). The independent and the
established (i.e. **multi-national™) churches have thus played a lcad-
ing non-governmental role in literacy provision. The former have
been more dynamic in the past, as they often represented local foci
of active or passive resistance to colonialism, whereas the latter
either collaborated with the colonial authority or occupied a highly
ambivalent position between Europe, the colonial power, the set-
tlers, and the African congregation. However, many of the establish-
ed churches have become more “indigenous™ and have moved away
from “domesticating™ or religion-oriented literacy into more “‘con-
scientization"'- oriented work.

The probable explanation for the relative successes of NG*)s in
literacy/post-literacy and in popular education in general, lies in the
rooting of the NGO in some form of cohesive community (members.
class, gender, church-goers, etc), representing an organization 10 a
greater or lesser extent responsive to the needs, demands and in-
terests of that community, as well as a large degree of non-identifica-
tion {(or even opposition) to the state. In this sense, it is the feeling of
a common cause which mobilizes and involves the community in its
own project. Literacy ceases to be a "service” and becomes an act of
solidarity and cultural affirmation, even resistance. The community-
based nature of the NGO and thus of the activity constitute its
strength. but largely define its limits in te,ms of actually “getting to
grips” with the task of literacy as a whole. It is probably only under
conditions of a fairly powerless state. or a popular state, that NGOs
can combine their cducational efforts into a mass movement against
illiteracy in society. Otherwise, either the repressive forces of the
state will intervene, or the educational programme in the long term
will become compromised by its relative lack of effect on rigid
socio-cconomic reality and/or by the collaboration of the NGO and
the state.
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There has been some effort on the part of international organiza-
tions to support the literacy efforts of NGOs. This may arise from
the fact that the NGO is able or willing to do better what the state is
not. Under some situations, it may represent an attempt to keep an
eye on what is being done. In other circumstances it may even
represent a direct “vote of displeasure” against the behaviour of
disliked regimes. In many cases, support to NGOs is a laudable
effort. However, we see as potentially problematic, the relationship
between aid agencies, with their own procedures and interests, and
the fact that the NGO's strength lies in its community roots and its
responsiveness to community decision-making.

6O



8. Individual Motivation for
Literacy

8.1 General Findings on Motivational
Factors

The key to adult literacy success is still more than in other forms of
education, motivation, because of the nature of the living conditions
of adult illiterate people. The essence of our study on factors influen-
cing literacy campaign succers, is therefore a question of under what
circumstances motivation for literacy is strong enough, or can motiva-
tion be created and sustained among the masses of illiterates, so that
a literacy campaign may reduce illiteracy substantialiy in a given area.
All factors involved - national policy and ideology, infra- structure of
literacy services, teachers, curricula, posi-literacy, etc. - are geared
towards ensuring. reinforcing or maintaining motivation, without
which the whole enterprise would collapse. We will here examine the
motivational pattern of the lcamners or potential learners.

The general experience and tendency of motivation for literacy, as
manifested by illiterate adults offered literacy, is contradictory, in
that without various forms of mobilization, awakening or creating
motivation, the response is weak, but once initial mobilization has
been carried out in an appropriate way. literacy often attracts a fair
number of enrollees. However, in almost all cases the majority of the
literacy learners drop out during the course (except in a few cam-
paigns where the drop-out rate has been less than 50 %). Among
those who do not enrol many might nevertheless have a desire to
become literate, while others might not ever have felt the need or
desire to acquire literacy.

“Expericnce shows that it is more or less futile to try to promote literacy. ..
until keen interest in learning to read and write has been awakened.™
(Gray, 1969, p. 28).

Laubach's experience is that motivation often does exist, although
the first response may be negative:
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“The first problem we often confront is how to persuade an illiterate to
learn. If you... ask him to study he is likely to say *no’. Of one thing we
may be sure - he does want to read.” (Laubach, 1947, p. 111).

Laubach (1947, pp. 111—113) mentions three reasons for this resist-
ance on the part of illiterates to study:

1) suspicion of a patronizing attitude and an ulterior motive on the
part of literacy organizers or teachers: “llliterates have been
swindled and exploited and deceived by educated people so con-
stantly that they are afraid of us...";

2) doubt of own ability: *"the groundiess belief that only children can
lcarn and that an adult is too old to learn™:

3) fear of a tedious teaching-learning process: “'in many countries
education and pain have been synonymous - the more pain. the
more education™.

The first and third reasons above are not declared openly by the
potential learners:

“The illiterate usually does give another reason for his resistance, he is
too polite to say. 1 don't like you™ or 1 suspect you' so he says instead
*[ am too busy” or 'l am too oid to learn™ or "I don’t need to learn™.
But all of these are only excuses.” (p. 113).

If there is no mobilization for literacy classes or no literacy offered.
usually no expressed demand for it is manifested:

“Because of the nature of the clientele the touch-stone of most literacy
analysis is motivation... The issue is not just the individual motivation,
but the motivation of the government or agency concerned. indeed the
two are intimately connected, since it is the apparent lack of individual
molivation that impels literacy experts to concentrate on motivation or
commitment at the national level. Qutside of the context of an ongoing
national campaign, i is undeniable that literacy is the one level of
education in the Third World where people are not clamouring for
greater access or more provision.” (King {ed.), 1978, p. i),

There are many studies and experiences showing that:

... virtually every literacy project in every country still starts out with
overenthusiastic over-subscriptions of enrollment. People would indecd
like to be literate. However, the strength of their desire and its ability to
carry them through to completion are still the uncertain factors.™
(Oxenbam, 1975, p. 4).

An in-depth study on motivation in Bangladesh concluded:

“o.oall adult participants as well as teachers, had 2 positive attitude
towards the adult literacy programme, at Jeast 1o the initial phase. They
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realize the importance of such programmes, but in spite of this both
enrollment and attendance are far from satisfactory. The strongest bar-
rier to motivation is poverty, since the potential leamers need to use all
their time earning a living, they cannot spare sufficient time to attend
school. The programme moreover does not provide any immediate bene-
fit. nor any clear prospect for the future, and this is another major
barrier.” (Adult Literacy Motivation, 1979, n. 82).

When there is a strongly felt need for literacy. the methods of deliv-
ering literacy seem 1o be of less importance: **Where the motivations
are present, even inefficient methodologics may succeed impressive-
ly.” (Fordham (ed.), 1985, p. 17).

This implies that although the need to explain the relevance of
literacy in pre-literacy mobilization campaigns is essential, it is still
more important to create a situation where the need for literacy is
felt or where the use of literacy becomes cvident, or to select areas
for literacy where such a situation already exists in order to ensure
strong motivation.

The consensus is that to insert literacy into an ongoing development
project/programme aiming at solving felt needs, encourages partici-
pation and motivation; though, as we later take up, the form of this
insertion can become problematic for literacy success.

The individual motivation that might exist without promises and
arguments put forward by campaigners or mobilizers, arises from
carlier life experience and perspectives of the future. For example,
studies from Pakistan have concluded that:

.. Jearners must have had some exposure to written language, seen the
need for reading or heard of other illiterates who have achieved success
through literacy before they apply themsclves to the lengthy task of
becoming literate” (ICAE, 1979, p. 35).

A similar finding is that previous involvement in education. no
matter how limited the experience, favours participation in literacy.

The availability of vasy and useful reading material, such as posters,
newspapers, books. etc. influences motivation for literacy in the
same way. The introduction of written material of this kind - often
referred to as “the creation of a literate cnvironment”™ - may there-
fore be made prior to a literacy effort in order to create the need for
literacy. Geographical mobility from rur sl to urban areas also cre-
ates literacy needs. 1.e. for correspondence ‘This is one of the most
common concrete motives for illiterates wanting to become literate.
A common felt need is also to sign their own same, nstead of the
humiliating fingerprint that illiterates have to give in their various
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forms of contact with authorities. Other common individual motives
that may inspire the need for literacy are to:

- help own children attending school

- get employment or a better job with higher salary and prestige

~ gain social prestige

~ avoid being cheated by knowing how to check calculations or
read contracts

- strengthen self-confidence

- make it possible to get further education.

Mainly under conditions of socio-political transformation, motiva-
tion may be more oriented towards social, political and collective
aims (Levin, Lind, Lofstedt, Torbidrnsson, 1979), such as:

- to acquire more knowledge about social rights and duties

~ to be able to participate in and influence social and political life

~ to keep accounts and minutes within social or political orga-
nizations

- to teach others

~ to improve own and others’ living conditions.

The most common reasons for joining adult literacy programmes
found in a survey in Bangladesh were to “learn reading books,
letters™ and also to “write letters™, Among other reasons were **to
gain social prestige™, “to help teach their own children™ (Adult
Literacy Motivation. 1979). Aa evaluation made in Botswana found
*general literacy”, “community development™ and *‘reading and
writing letters™ to be the most common expectations from joining the
Literacy Programme (Botswana, Ministry of Education. 1984).

We have seen that motivation may exist or may be created to achieve a
pusitive attitude towards a literacy endeavour and a relatively high
enrolment in the initial phase. Why then does the attendance rate
become so low and drop-out rates so high?

1t scems as if the same reasons which kept back those illiterates who
did not even enrol also have a strong influence on attendance und
drop-out. The conditions of poverty in rural arcas imply that work for
survival, including the traditional tasks of women. must always be
given priority in use of time. Lack of time is the most common reason
given for dropout, both in Botswana and Bangladesh, by interviewed
drop-outs. This reason scems to reflect the participants’ living condi-
tions or the “poverty” burrier to motivation mentioned above. Very
few interviewees in the Botswana study stated “no interest™ as o
reason for not joining or dropping out. Fears and apprehensions such
as the quite common belief among adults that they are too old 1o

- 62 —~

)



learn have also been found to hinder both motivation 1o enrol and to
continue (Laubach 1947; ICAE 1979). Such psychological harrivrs
are frequently not given attention in literacy literature.

The high drop-out rate, one may suppose, also reflects some kind of
disillusion: *“When it becomes clear that no immediate material
Eains are associated with literacy, the disillusioned participants stan
to drop out of the programme.™ (Adult Literacy Motivation, 1979).

As was pointed out by Laubach (referred to above) the reasons
given by illiterates for not joining or, we can suspect, for dropping
out, may be excuses, or there may be reasons not openly declared,
such as “discourzzing teaching methods™. Several reports support
this theory in the sense that the teachers' attitudes are held to be
essential for participation and for sustaining motivation, although
this observation is not based on interview surveys with adult lcar-
ners. A superior and patronizing attitude discourages motivation,
while a democratic, open and involved attitude, treating the learners
as equal adults and creating an atmosphere of confidence, is found
to have u positive influence on attendance and results (Laubach
1947, Freire 1972, Sjostrom & Sjostrom 1982).

In some countries or regions, especially in Africa, the extended
family structure has not been severely damaged by the nature of the
“development™ process, and the family, rather than the individual,
is still the basic social and economic unit. Under these conditions,
we find other forms of constraint operating on enrolment in schools
and hteracy classes. As a unit, the family may well decide that only
one or two of i1s members need under prevailing circumstances
(notably, family production needs) to become literate, or to gradu-
ate from high school and become employed, thereby adequately
serving the nceds for literacy/cash/influence of the whole family.
This may also explain why many people enrol in literacy classes or
schools for a short period before dropping out. In that short period,
they have attained their own limited goals, such as ability to sign
their names, or do simple sums, while more advanced operations
will full to the lot of other family members.

In such “underdeveloped™ regions, these sttuahions largely undercut
the “developed™ western rationale of soctal analysis and program-
ming on the basis of individual statistical collection. It would be
much more indicative to measure access 1o and attainment of litera-
¢y skills and education per family, and in the first place move to
redress the problems of inequalities and hardship at the family level.
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{For provoking these ideas we thank Gustaf Callewacnt, rescarching
in Guinea-Bissau).

A poem “Why should we become literate?" by the Director of the
National Institute of Adult Education in India makes an interpreta-
tion of the motivations and disillusions experienced by literacy lear-
ners. similar to those mentioned above. Here are some excerpts:

We joined the literacy classes before,
But after some time. we got wise.
We felt cheated. So we left the classes.

We agree to join the classes
if you teach us how not to depend
on othen any more.

We should be able to read simple books,
Keep our own accounts, write letters
and read and undenstand newspapers.

One more thing -

why do our teachers feel so superior?
They behave as if we were ignorant fools,
as if we were little children.

Treat us like adults,
Behave with us as friendas,

And yet, something more -

we don’t get i square meal.

We have few clothes.

We don’t have a proper shelter.

And. to top 1t all, floods come and wash away
everything, then comes a long spell of drought.
drying up everything,

Would it help us of we became Iiterate?

Can literacy help us live
a hittle better? - starve a httle les?

Would we get better seeds, fertilizer and all the water
wo need”? Would we get proper wages?

H sl this is done, all of us
will jomn the literacy classes, it will then be
learning to live a better hife.
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But if we find out that we are
being duped again

with empty promises.

we will stay away from you.

(Satyen Moitra in Adult Education and Development Sept. 1982).

The experience behind this poem also illustrates the danger of false
promises given in mobilization and propaganda for joining literacy.

As we have noted earlier it is, however, only some campaigrs and
some small-scale projects that have overcome the problem of mas-
sive drop-out. Apart from other important factors characteristic of
successful campaigns, incentives and social or moral pressure or
even sanctions have often been used to urge illiterates to learn. For
example, during the literacy campaign in the USSR those who were
illiterate and government-employed were confronted with the al-
ternative of learning to read or losing their jobs. A strong pressure
on people to learn to read in Sweden during the 17th and 18th
centuries’ reading campaign was created by not permitting marnage
without reading skills (Johansson. 1977).

The two most powerful methods to inspire or even compel literacy
motivation, attendance and learning are according to Laubach
{1947) “making it casy and making it necessary™.

8.2 Women's Motivation for Literacy

Surveys carried out on participation in literacy programmes reveal
somewhat contradictory tendencies. In certain countries, many
more women than men participate (Kenya 80 %, Zimbabwe nearly
™) %, Zambia 70 %). Although it is true that the illiteracy rate is
higher among women than men, this does not explain why so many
women and so few men participate. On the other hand, most experi-
ences show that the drop-out rate among women is high and their
atiendance is very irregular. As a consequence of this and of other
factors disadvantageous to women, several evaluations of literacy
show that it takes longer for women to become literate, in other
words the pass rate is Jower for women than for men, This is the case
of, for example, Tanzania, Ethiopia and Mozambique (Johnston
1984).



What then are the motivations of women to explain their relatively
high participation in certain African countrics? Research undertak-
en by Jennifer Riria (1983) on rural women and literacy in Kenya
and other countrics shows that women's motivation for literacy is
partly linked to changes in the social role of men and women.
Women in many third world countries, especially Africa, are now
actively involved in areas that men monopolized before. With the
emigration of men to the towns to teke up employ...ent. women
have been left in charge of agriculture and general home improve-
ment projects. Consequently women in this situation feel the need
for literacy because they see it as an instrument to coping in an
understanding way with their responsibilities. It also creates a desire
among women to be able to read their hushand’s letters and to write
back without help of other people. Other motivations common
among women learners relate to:

) the desire to help children to study. ihis is one of the most
commonly-declared motives for literacy expressed by women
lcarners. Moreover, when women are forced to refrain from
participating in literacy, they often translate their motivation into
a wish to have their children in school.

b) more self-reliance and control over personal life. Recently wom-
en on the south coast of Kenya explained the advantages of
having learnt 1o read, wnite, and calculate by referring to their
new abilitics to sign their names, to travel, control money trans-
actions, read medical prescriptions and instructions, and their
resuiting feeling of pride and self-reliance. Our eyes have been
opened™ was one typical comment (Learners’ panel at 4th Mect-
ing of the International Task Force on Literacy, April 1989).

¢) hiberation from isolation and absolute submission 1o received
authority.

d) the wish to be actors in society in the same way as men, There are
several interesting experiences, particularly in the context of so-
cial transformation and political mobilization for hiteracy and
equality between women and men, showing the importance for
women of coming together through literacy participation to dis-
cuss common problems. For example, in 1971, when the first
drive of the Tanzanian literacy campaign reached the island of
Mafia. female learners, asked if they thought that the literacy
classes meant hiberation for them, replied:
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“Oh yes. Before we could hardly go out. As a young girl I was testricted
to my homz dunng several years. Once married 1 had to wear my vil
when | went out and that was really not ofien. Now we have been let
frec. I am starting to get friends. We are leaming to read and write. Itis
fine. But we also get together and talk. That is still better.” (Rydstrom
1973, p.59).

A group of women in Kenya, quoted by Riria (1983, p.12), ex-
pressed their wish to study in the following typical way:

“We do not want to be cheated any more by the clerks who weigh our
coffee, milk and other products. We want 1o help our children study.”

The potential liberating effects of literacy for women as well as other
experiences of female literacy learners are further addressed in
Chapter 11.
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9. Literacy Strategies -
Implementation and Resuits

9.1 The Nature of Literacy Strategies

Literacy strategies (or “*approaches™) refer to the models of planning
and implementation of literacy activities. The strategies adopted
arise directly from the objectives of the deliverers of the programme,
as regards both choosing literacy as the means of operation and
making the contents and methods fit the overall aims.

Some of the most important questions to be considered for a litcracy
strategy are: What are the prionity aims? Which groups should be
included? What is the scale of the programme, in number of partici-
pants and period of time? How is motivation to be created or used?
What is the framework of organization and supervision to be? What
level of literacy is to be reached? What kind of teachers can or
should be recruited? What training do they need? What languages,
contents and methods should be used in the teaching programme?
What kind of evaluation should be used? What follow-up activities
or facilities exist or need to be created to attach to the programme?

In recent history, we can distinguish four approaches that have had
or still have a major influence in the Third World:

1) The'Fundamental Education® approach, in today’s terminology
*hasic education’ or ‘general literacy’;

2) The ‘selective-intensive’ Functional approach, launched through
the EWLP, and to some extent still practiced as ‘Functional
Literacy;

3) The *Conscientization’ approach, inspired by Paulo Freire and
often promoted by NGOs; and

4) The "Mass Campaign’ approach.

None of these are complete or exclusive strategies. They focus on
different aspects and there certainly exist mixtures and variations of
these approaches. All literacy programmes do not necessarily fit into
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these categories. and some can be fitted into one while they are
clearly influenced in certain aspects by others. The growing experi-
ence of literacy in the world means that even programmes with
rather different aims may borrow successful aspects from each other.

We have already distinguished three main sets of objectives which
inspire the launching of literacy programmes, two “positive’ or
“active” and one more *‘passive”. These are:

— activities principally inspired by a wish to make political
changes

— activities principally inspired by a wish to develop production

- activities intended to provide supply to demand, with a more
“fundamental education™ content.

As has been noted, it is seldom that these objectives are exclusive,
and it is frequent that different interest groups push for, or use, a
programme for different objectives. There also exist a series of
definitional problems, for the programme as for the researcher. One
is the difference between stated aims and real aims, or between
stated aims and the real resources and efforts put into meeting them.
Another is the difference between efforts and results, where for a
diversity of reasons internal or external to the programme, the
results turn out to be very different to those intended or worked for.
A third is change over time, where modifications and changes in the
practice of literacy result from or imply changes in the aims them-
scives. It has been noted, for example, that often the aims and
objectives are set irrealistically high (Carron and Bordia, 198S).
which can demoralize both deliverers and learners and resuit in
changes to (or even abandonment of} programmes in course. A
fourth major problem is simply bad use of terminology: ¢.g. the
word “campaign’ is often used to describe a most un-campaign-like
activity, the phrase eradication of illiteracy” expresses a wish to
reduce illiteracy to a more prestigious level; “literacy success” is
used extremely amorphously, perhaps often too strictly. It is notable
from the history of adult literacy work that in most cases the “suc-
cess rate” between initial enrollment and final “pass™ figures in any
one round of a programme does not surpass 30 %.

Bearing these issues in mind, we will examine some of the strategies
which have been used starting from a historical perspective, and
then look at the details of those strategies which by and large are
those in practice in the present. 1t should be stressed. however. that
these literacy strategies overlap in time and space.
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9.2 The ‘Fundamental Education’
Approach

‘Fundamental Education’ was promoted by Unesco from its cre-
ation, as referred to earlier. Literacy was only one of many activities
aiming at “community development™. Very little preoccupation was
put into the questions of planning and organization, target groups or
follow-up. Both adults and children were supposed to participate.
Unesco stressed the importance of finding out the values and in-
terests of the illiterates in order to adapt the programmes to the local
culture and religion. (Regarding the objectives see Chapter 4).

During the period 1946-1964, when Fundamental Education was
used as a concept, much intellectual preoccupation, promoted by
Unesco. was firstly put into the question of language of instruction.
A group of specialists who convened at Unesco in 1951 wrote a
report on the use of vernacular languages in education (Unesco,
1953). Unesco strongly recommended the use of vernacular lJanguag-
es within the framework of ‘Fundamental Education’ as being the
only efficient and correct pedagogical vehicle of teaching. After
concluding this. a study of the most effective methods of teaching
reading and writing in the mother tongue was promoted by Unesco.
The study was carried out from 1952 to the end of 1954. The result is
presented in William Gray's extensive survey: The Teaching of Read-
ing and Writing first published in 1956 by Unesco. It is interesting to
note that the purposes of the study imply that it was thought that
improved teaching methods would be the solution to the problems of
literacy programmes. Originally it was even suggested that the final
study report should be prepared in the form of a teacher’s manual,
to be used throughout the world (Gray, 1969). Gray himself showed,
however, the impossibility of such a result. The final report rather
stresses that there is no universally applicable method and justifies
the necessity to vary programmes and methods according to partic-
ular needs.

There seems to have been no systematic evaluation system connect-
ed to the adult literacy activities within ‘Fundamental Education’
programmes. One can only find very general assessments, all in-
dicating the overall failure of Fundamental Education to make any
substantial contribution to ¢radicating illiteracy. Some of the rea-
sons for this failure arc pointed out in Unesco documents: the target
group was unspecified, the prograsnmes were aimed at people with-
out motivation, follow-up of literacy + as neglected (Levin, Lind,
Lofstedt, Torbiornsson, 1979).
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Nonetheless, many of the current literacy programmes in operation
continue to be similar to “Fundamental education™ activities, in one
sense rectaining the preoccupations with iategrating literacy into
“community development™, providing access to those who demand
it, and concentrating most resources and efforts on the production of
**good™ material and teaching methods. In another sense, however,
these general programmes (which will be discussed in Ch 9.6) have
incorporated other experniences of planning and organization and
have thus advanced beyond their original.

9.3 The Selective-intensive Functional
Approach

9.3.1 The EWLP Experience

The Experimental World Literacy Programme (EWLP) covered
Functional literacy projects, supported by UNDP and Unesco, in
eleven countries (Algeria, Ecuador, Ethiopia, Guinea, India, Iran,
Madagascar, Mali, Sudan, Syria, and Tanzania) from 1967 to 1972.

The main objectives of the expenimental programmes were

.10 test and demonstrate the economic and social returns of literacy
and, more generally. to study the mutual relations and influences which
exist or may be cstablished or strengthened between literacy training -
particularlv among the working population - and development.™
(UNDP/Unesco, 1976, p. 9).

It was also hoped that the EWLP would make it possible to “prepare
the way for an eventual World Campaign for the Eradication of
Mass Illiteracy. (UNDP/Unesco, 1976, p. 10).

The projects were selective in the sense that a specific target group
of illiterates working within a specific economic activity in a specific
region was selected for the experiment. They were intensive in the
sense that they were limited in duration and considerable resources
were concentrated on them.

The human capital theory, regarding cducation as an economic
investment, was the ideology behind the design of Functional Litera-
cy within the framework of EWLP. The meaning of functionality
was therefore very limited to improved vocational skills or in general
to the work-oriented contents of the literacy programmes. Much
effort was put into the methodology of adapting the teaching materi-
als to the specific skills needed within the target group of each
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project. The teaching of the 3Rs was supposed to be work-oriented
and integrated with the teaching of vocational skills. This kind of
curricular design intended to ensure practical relevance.

The teaching method focused on **adult-centered” pedagogy. Active
participation of the learners involved, both in the pedagogical proc-
ess and in the form of “self-management™, was recommended.

The principal of integration was meant to apply to the organization
as well as to the preparation and preseatation of the curricula.
Institutional co-ordination between various national bodies and be-
tween these and international bodies was meant to be created.

The main concerns were however two: the functional content and
evaluation. The high concern for evaluation is reflected in the main
objectives and in the actual costs, While about 17 US dollars per
person enrolled were spent on the implementation (including prep-
arations). 26 US dollars per person enrolled were spent on research
(Edstrom, 1976).

The whole evaluation process is, however, severly questioned in
Unesco’s Critical Assessment of the EWLP (Unesco/UNDP, 1976).
This critical appraisal of the evaluation process is worth summanizing
at some length.

Programme evaluation sought to detect successes of the EWLP in
changing the new literates’ relationship to their socio-economic mi-
licu and in changing the milieu itself, and judged the influence of
functional literacy plausible and favourable in about 42% of the
observations. A number of questions arise, however, including those
of insertion into what milieu, and on whose terms. The profile of the
“successful™ graduate is a rather “Westernized™ one, and further-
more not a compendium of particularly attractive qualities, even for
a Western sctting. “"Mastery of the milieu™ again is seen in fairly
narrow and technocratic terms. and “transformation of the milieu™
according to fairly narrowly economic and individualistic criteria.
Unfortunately, clearly designed programme objectives were never
present in the EWLP programmes. There was also genuine and
longstanding conflict between *‘technico-scientific™ and “activist-
pragmatist” approaches to the programme, and thus between sum-
mative™ and “formative™ evaluation. The former tended to predom-
inate. meaning that certain very important aspects of the pro-
gramme were never examined or evaluated at all. Timing was not
scheduled realistically. In all, “confusion as to the purpose of cval-
uation, a narrowly-focused and quantity-oriented evaluation design
laden with a not always appropriate set of value structures that
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tended to side-track rather than expedite evaluation, [and] chronic
delays due in part to attempts to evaluate progress toward EWLP's
imprecise goals weakened the self-assessment effort” (p. 156). Much
of the data provided proved unreliable and/or mvalid.

An outstanding illustration of the failure to achieve the objectives of
evaluating the EWLP is given in a summary of the project in Alge-
na:

“The Algerian project was one of the few among the experimental
projects that made a serious attempt at evaluation. However, the eval-
uation studies suffered from a lack of continuity and sophistication and
are, at best. inconclusive as to the effects and/or benefits of the project.™
(Unesco/UNDP 1976, p. 25).

The Unesco/UNDP assessment report (1976) also concludes that the
other objective of EWLP (“to prepare the way for an eventual
World Campaign..."):

**...is certainly no nearer than when the programme began... Neither
literacy or development as a whole can be willed into existence by
international agen-cies...” {p. 190).

The figures available on learning results are very limited, incomplete
and based on doubtful reliability. “Test levels and criteria varied
widely from subject to subject, context to context, project to project
and within projects.” (Unesco/UNDP 1976, p. 174). In some . ,un-
tries the new literates achieved a level corresponding to two years of
primary schooling, in others a level corresponding to four years of
primary school. However, it is very clear from existing data that the
dropout rate was in general high, on average about 50 %, ranging
from 37 % in Tanzania to 68 % in Sudan (Edstrém 1976). The
over-all success percentage among initial enrollees can be calculated
at around 12 % on the basis of rounded up figures given in different
places in the Critical Assessment (p.11: “over 120.000 were made
functionally literate™; p.174: “the million-odd illiterates reached by
the programme™'). The overwhelming majority of those made litera-
te through the EWLP projects came from the Tanzanian project
(96.900, p. 174). This fact is surprisingly enough not commented at
all in the Critical Assessment. But it is logically consistent with the
general conclusions of the assessment. that successful literacy can
only be achieved when it is integrated in a national development
plan where the political will to implement literacy is clearly articulat-
ed in theory and practice.

The final resulis of EWLP are said to have led to a series of lessons
and recommendations on hiteracy efforts.
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The conclusions stress that “functionality”” in EWLP terms was
much too technical. Especially in its early stages EWLP tended to
accept the idea of the “‘underdeveloped™ person as the main impedi-
ment to development, which is clearly false on several grounds.
Further, the theory of development prominent at the time was one
of economic growth based on technology. which in turn implied
technical know-how as the chief prerequisite to foster it. Consistent
with the approach, EWLP tended to view the design and planning of
literacy as an essentially technical exercise. whereas in fact the
problems are only partly technical. Social, cultural. and political
factors are as important, if not more so.

Gillette and Ryan (1983) point out that in many EWLP cases,
literacy was “‘functionalized in economic terms ... resulting in the
virtual exclusion of female participation.” (p. 15).

‘The Unesco/UNDP report (1976) makes many critical comments on
the role of the experts trying to “‘market” a *‘pre-packaged product™.
A new notion of the expert as an intemnational “‘animateur’’ rather
than an importer of precise skills and concepts is recommended for
the future. It is noted as unfortunate that not more attention was
given to the existence of earlier successful mass literacy campaigns,
nor to the wishes of some member governments to replicate them.

Problems of co-ordination between various institutions both within
the nations and between national and international bodies arose
repeatedly. “*Sclf-management™ by the learners involved failed to
materialize in almost all settings.

Many of the pedagogical experiences are also critically analysed. The
teachers were mainly recruited among professional teachers, which
was felt to be inappropriate. For the most part, integration was not
achieved. i.e. reading, writing and arithmetic were not allied with the
practical material to be learned. Inadequate provision for follow-up
reading materials was a serious problem in many national projects.
The number of drop-outs and degree of absenteeism may have
reflected material that was not, after all. “relevant” enough. and/or an
inadequate psychological climate at local level. Concerning methods.
the report concludes that it seems advisable to use a variety of methods
and techniques. "The best mix and balance remains to be found.

On the subject of language of instruction, the EWLP evaluators
number among EWLPs successes the giving of a general strong
impetus to “rehabilitation” of Third World tongues as a medium of
instruction. The multiphicity of languages thus used created. on the
other hand. a number of problems, ¢.g. of transcription. translation,
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etc. The evaluators concluded that the closer the language used to
present the content of the course is to the worker’s everyday lan-
guage, the more effective the literacy programme.

Impacts of EWLP on further educational action are described as
“limited, fragmented and incidental”.

Finally, we consider one of the evaluators’ recommendations worth-
while quoting:

“Literacy policy and planning must seck to integrate national necessities
with the needs expressed by different social groups. No literacy process
can be effective unless these groups realize that literacy serves their own
interest as well as those of the nation.

For this reason, literacy must often be linked to changes in other fields,
such as cconomic and social reforms (it is useless to teach a farmer to
increase productivity if the greater part of the fruit of this labour goesto a
landlord).” (p. 191).

9.3.2 The Economic Literacy Approach Today

Apart from the Tanzanian experience, which blossomed into full-
blown campaigns over twelve years, (and will be treated in more detail
below), the EWLP experience was unsuccessfin.. However, it did not
result in the burial of “*Functional Literacy” which on the contrary has
continucd to be applied in many countrics, notably in Africa and Asia,
with some modification resulting from the EWLP expenence and
from other strategies. The concept of “Functionality™ has in effect
been broadened to include “"awareness training’ and a wider range of
contents than the directly productive skills training involved in the
EWLP. Nonectheless, the basic ideological underpinning (human
capital theory) and the objectives {(direct impact on raising produc-
tion) remain essentially the same. Its chosen point of impact is the
economic unit or the development programme, and its target pop-
ulation is selected from the producers involved. A deal of the content
aims at transmitting better production techniques for the produce of
the given area of impact, at least in theoretical form (the practice often
being reserved for direction and supervision by other authorities in the
“development programme’). As such, the “Functional” programme
tends to remain small-scale and highly selective, though occasionally
an intention is expressed to gradually widen it to cover a mass audience
and proceed in this way to cradicate illiteracy (the only successful case
so far being Tanzania). Generally the functional programme has no
time limits set in advance, and the integration {(in one way or another)
of production and hteracy often means that the programme of basic
literacy covers two years or more (ICAE 1979, p. 46).
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Levine (1982) contends that the term *‘Functional Literacy™ is now
used to justify everything and anything connected with basic skills
education for adults. Further he argues:

“These varying conceptions of functional literacy encourage the idea
that relatively low levels of individual achievement ... will directly result
in a set of universally desired outcomes, such as employment, personal
and economic growth, job advancement, and social integration ... how-
ever ... the attainment of functional literacy rarely produces such out-
comes.” (p. 250).

Where successes have been registered, it is gencrally the case that in
reality the literacy activity was situated within a powerful mobili-
zation process or a broader process of change whose benefits to the
learners were evident. The approach, as a selective small-scale activ-
ity. suffers from the problem that it cannot rely for the mobilization
of participants on a gencral atmosphere of priority, urgency. pro-
gress, change. mass movement. It has to show concretely that it is
worthwhile for the participants. A case from Iran is worth citing
(Furter, quoted in ICAE 1979), where the potential students de-
manded to be paid for atiending classes, as the programme was an
answer to the problems of the organizers and not to those of the
learners.

In relation to organization and supervision, there seems to be a vast
range of different approaches. An initial variable is the size and
selectivity of the programme, and the kind of economic project it is
inserted in. Another is the range of intentions for the future, as to
degree and form of expansion or transfer. All of these factors influ-
ence whether a national coordinating body is mounted or not, who
takes organizational responsibility, where materials are prepared,
and so on. Usually pedagogical supervision is undertaken by a small
team based in the area of the programme. The recent tendency is,
however, to mount a specific literacy “"bureaucracy” from national
level and downwards.

The selection, mobilization, and training of teachers is somewhat
more difficult than in more general programmes. In small projects, it
is often possible to pay the teachers, but any intention to spread the
programme more widely makes this a dangerous tactic. Once the
right 1o a salary is established, all teachers will demand it. On the
other hand. the long-term nature of the programme and its lack of
an atmosphere of priority and urgency make it very difficult to
mobilize volunteer teachers. In principle also, given the “functional-
ity" of the programme, one would expect a long training programme
{which represents higher investments and makes teacher drop-out

- 76 -

(2



costly) in order to transmit both the techniques of production and of
literacy teaching. However, it is clear that in general the training
courses actually given are short (2-3 weeks) (Carron and Bordia,
1945, p. 31), probably for *‘cost-benefit” reasons, a factor which
must at least undermine the real “‘functionality™ of the teaching. In
counterweight, usually the supervisory bodies are expected to carry
out continuous in-service training. and the other structures of the
project are supposed to do the “real”™ technical training outside the
literacy classes.

The choice of language for the programme has been a serious obsta-
cle. Language is often a complex national political issue, around
which the state treads warily. It is also clear that, for the programme
to be Functional. it must transmit Functional language skills also. In
employment situations, workers may have a variety of mother
tongucs; even rurally-based development projects may often cover
more than one local language group. as well as having personnel
speaking other languages, maybe only the official one. A variety of
strategics has been used, all of which fall down on one of two
problems. Either the (predominant) locai language is used exclu-
sively, which is not very Functional in a national sense, and which
may upset the students as being a way of providing an “inferior”
education; or somehow (local-official, franca-official, bilingual, or
just official), the official language is reached, usually involving a
considerable lengthening of the hiteracy programme, which becomes
littered with failures and drop-outs along the way. There is no casy
solution to the problem. which requires a political approach and a
careful consultation with all involved (including the literacy stu-
dents!) (Carron & Bordia, 1985, p.23).

The methods used obviously seek to integrate (at lcast a theoretical)
clementary technical training and a few other topics of wider concern
into a literacy training. This requires careful elaboration of matenial,
and, to be Functional, material often has to be developed for each and
every project area according to local produce etc.. a costly and
time-consuming process. It has been pointed out that common prob-
lems with an economic approach to literacy are, to emphasize narrow
production technigues at the expense of all else (including the partici-
pants’ interest), orto err towards either all productive skill training and
no literacy or all literacy and no productive skill training. Behind this
problem of how to integrate training of literacy skills with that of other
functional skills lies the tendency to “try to achieve too many things at
the same time™ in one literacy programme (1CAE 1979, Carron and
Bordia 1985). This tendency leaves the field open for individual
teachers to give priority to the arca they feel most familiar with.
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The demands of rural production often mean that literacy is done in
slack seasons and dropped in peak scasons, which can create long
gaps and relapses in the litcracy component as well as dissociate the
technical theory from the technical practice through a long time lag.
For these reasons, there have been some attempts to make literacy a
concentrated programme with long hours over a short period. A
necessary characteristic of the Functional programme is the inclu-
sion of an arithmetic course, which can be a major mobilizing factor.

The level of literacy to be reached has varied in practice from
programme to programme. The problems faced here are somewhat
similar to those faced by all programmes - a high level requires a
long course, a low level is not very useful. Language problems play a
hindering role in this situation. Many programmes have tried to face
the problem by dividing literacy up into a set of levels with their own
certificates and tests, to give the learners a sense of getting some-
where. It scems rare, funnily enough, for the testing procedures to
cover whethe, the technical content has been learned, or to provide
any kind of “*professional™ certificate. In general, we have not been
able to find any clear indication as to whether literacy successfully
learnt through work-oriented curricula is better learnt or longer
retained, or whether the curricula have in fact had a notable impact
on the long term on production techniques and productivity.

A post-literacy follow-up to a Functional programme presents a
variety of problems. If the programme in fact considered literacy as
part of functionality, it would seem important to preserve and ex-
tend it. Several experiences show that the mere existence of a
follow-up possibility can be a major motivating force for the literacy
compoenent itself. However, the “applied™ nature of the programme
may hinder a direct transition to higher levels of the school system,
so a more Functional applied follow-up would appear most logical.
This alternative is extremely hard to implement, however, as the
technical content needs to be more advanced, and finding teachers
to teach it becomes more difficulft. Tanzania (sec Andersson, Male
and Westergren, 1984) is currently facing up to this problem. The
country had a large number of different functional fiteracy pro-
grammes (13 in all). so the logical continuation would be an even
larger and more complex set of applied post-literacy courses. But
just the trouble and expense of rescarching . writing, printing and
distributing all this material is a major problem, requiring enormous
input of human, material and financial resources, before even the
teacher training problem is tackled. Even so, one ray of sunshine
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seems to be that it is easier to mobilize new-literates for post-literacy
than illiterates for literacy. However, the experience seems to show
that post-literacy follow-up will have tc be a diversity of formal and
non-formal strategies rather than a direct Functional continuation.

9.4 The ‘Conscientization’ Approach

9.4.1 Paulo Freire's Development of the Approach

The *Conscientization' aporoach to literacy of which Paulo Freire is
the major spokesman, was primarily formulated in the contexts of
North-Eastern Brazil in the carly sixties and briefly implemented
throughout Brazil prior to the military coup in 1964, when Freire
was imprisoned for a period. Other experiences led or influcnced by
Freire himself have taken place in Chile in the late sixties, and in
Guinea Bissau in the late seventies. During the seventies Freire's
educational theory had a wide influence in the whole Western
world, particularly among radical educators and progressive rcli-
gious agencies. His literacy theory and practice are still inspining
many educationists (especially in Latin America, where projects are
organized by non-governmemtal groups or organizations), and have
achieved a certain status in Unesco contexts.

Freire's publications (1972a, 1972b, 1976, 1978, 1985) deal exten-
sively with theories on the nature of human beings. the formation of
human consciousness, the nature of human oppression and the
liberation process in general. His ideology is a mixture of catholism,
marxism, existentialism, and a general humanism. We will not try to
summarize Freire's whole ideology here, but rather try to describe
bis view on the literacy process itself.

Freire's literacy theory and practice aim at making it possible for the
oppressed illiterates to become aware that they can change their own
situation. The main task of adult education is to bring about a
process of critical reflection that leads to action and change. Educa-
tion 18 seen as an clement in the necessary process of human liber-
alion.

No education is neutral. It is cither domesticating or liberating,

Domesticating methods and contents determine each other reciproe-

ally, just as liberating methods and contents do.

Diatogue and participation are key elements of liberating education.

The educational programme is determined through a participatory
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investigation together with the people in the area chosen for literacy,
on the culture, the living conditions, kind of existing awareness,
cxisting contradictions, the language and vocabulary used, ctc. A
series of “codified pictures” would introduce the whole literacy
course in order to motivate the participants for literacy. A picture
would also introduce each learning unit, which would stimulate
discussion and awareness about different key themes linked to peo-
ples’ daily lives. Then the word — characterizing the picture — would
be presented, which through its syllables and derived syllable fam-
ilies. should stimulate the leamers to create new words or even
sentences by recombining syllables. The “generative’ words togeth-
er with the pictures would substitute a ready made Primer, elaborat-
¢d from above.

“If learning to read and write is to constitute an act of knowing, the
learners must assume from the beginning the role of creative subjects. It
is not a matter of memorizing and repeating given syllables, words and
phrases, but rather of reflecting critically on the process of reading and
writing itself, and on the profound significance of language.” (Freire,
1972b, p. 29).

It is not sufficient, argues Freire, for illiterates psychologically and
mechanically to dominate reading and writing. They must dominate
these techniques in terms of consciousness, to understand what is
read, what is written and why one writes. This cannot possibly be
achieved if the educator, or teacher, remains aloof from his or her
pupils and merely donates skills and information as one who knows.
The role of the educator is to enter into dialogue with illiterates
about concrete situations and offer them the instruments with which
they can teach themselves to read and write. Such teaching cannot
be imposed from the top, as it were, but can only take place in a
shared investigation, in a problem-raising situation between educa-
tor and educatee. Thus the learning of ~ontent and the learning
process are inextricably bound together.

Freire does not provide any theories or practical guidance on how to
organize a literacy project administrativel: | nor does he even men-
tion the question of evaluation. The questions of how to recruit and
train teachers and still more important, how to mobilize or motivate
people to enrol is not included in his literacy writings.

“What does s total conerete project look like in terms of the acted-uy
strategies of approach, the actual materials constructed. the particular
contributions of 4 given group of illiterates. the acts of refinement of the
materials, the outcomes which are attributable to the project and the
kinds of internal or external obstacles encountered? In short, where is
the evaluative dimension from which literacy workers disposed to the
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Freire approach can get a sense of the ability of his thevretical-practical
assertions to deliver rather than to deceive?... The specifics of past
actions in literacy projects are essential to share in detail, for in their
report is the vital knowledge of tested but unsuccessful hypotheses as
well as those which have worked.” (Bugbee, 1973, p. 434).

It is difficult to get an overview of Freire-inspired literacy projects in
order to appraise their results. Humbert (1977), who describes sev-
eral Freirian projects, provides little concrete detail. There are,
however, many and varied reactions to Freire's works.

"By far the largest and most enthusiastic are those who write from a
religious perspective similar to that of Freire himself. Indeed conscienti-
zation has become a commonly employed term in the rhetoric of many
church-bused agencies.” (Mackie, 1980, p.8)

In Latin America, the influence of Freire on literacy is so wide-
spread and the interpretations of the conscientization concept so
broad and varicd, that:

*...today there hardly exists any government lieracy programme that
does not define itselt as “conscientizing.” (Torren. 1985, p.11R).

Torres contends that Freire himself, through his early works, is
responsible for having scparated conscientization from its political
dimension.
“When it in not defined by whom, for what, nor how the people should
liberate themselves, the “liberation” and “conscientization” conceyts
have become so vague and imprecise that they can be used for anything
hy anvone.” {iind ).

An illustranor of how Freire s ideas can be misused is the Brazilian
goverament-ponsored  literacy  “movenent”, MOBRAL, which
used the form, but contradicted the content and amms, of Freire's
pedagogy. It has been claimed to be successful by the government
and for example by the World Benk (1974), but other reports (Selan-
der, 14977) have shown how the statistics on attendance and success
were fulsified by the teachers. who got paid according to the number
¢ pacticipanis in thoir classes.

Some of the most important critical remarks on the imitations of
Freire's theory have been made by marxists. as, for exampile, in the
todlowing wiv by Selander (1977):

“Just as hittle as a schoo! system can change the society it is part of,| just
Q- it caa i lteracy movement change a society, A liberating peda-
gopv... must be linked 1o a4 struggle that aios at changing the whole
ceonomiv and political syatem. Only a political movement is appropriate
for this and orly  political movement, that is rooted among workers and
puasiants s capable of achieving this
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The question is, what does and what should *'liberating” education
lead to. According to Freire’s original theories the answer to this
question should not be predetermined. It is the dialogue and *“con-
scicntization™ process that determine what actions or what specific
ideology it leads to. This is not realistic and therefore idealistic,
because, whoever is organizing and/or teaching has some kind of
specific political aim or ideology built into their programme. If the
educators pretend not to have a specific political/religious aim, then
the process easily becomes manipulative.

The above-referred political objections to Freire’s pedagogy can be
found in RISK (1970), Bugbee (1973), Huet (1973), Selander (1977),
Mackie (1980), Torres (1985).

Bugbee (1973) also puts the following question:

“What is the undergirding discipline which guides and activates not only
the research team to conduct a preliminary thematicinvestigation, but alyo
the people who are the project’s co-authors and beneficiaries? Is Freire
suggesting that this crucial element may stem from beneficent govern-
ments, the World Council of Churches, Unesco or elsewhere?” (p. 433).

The political implications of Freire-inspired conscientizing literacy
activitics have also been demonstrated by repressive measures by
the ruling power structures against participants and leaders of such
programmes. When this has been directed against spontaneous ac-
tions against the exploiters, without there having been any orga-
nizational links to social movements or a political strategy, it may
well have much more ncgative than positive consequences for the
participants (sce for example RISK, 1970).

There are a few examples of Freire-inspired government sponsored
programmes, which because of their political implications of actio
or potential action against the government, led to the suspension of
their national divectors. This happened in Peru 1974, and in Portugal
1976 (Levin. Lind. Lofstedt, Torbidrnsson, 1979).

The growing experience and reflection on these political issues in
relation to popular aduelt education, including literacy. has led to a
more cxplicitly political theory and practice among adult educators
who advocate consciousness-oriented literacy, including Freire him-
self. In later interviews and publications. he has clearly expressed his
views on the political implications of his own pedagogical theories
and of education in general, for example:

“Today T would have worked for a stronger political organizing towards
politival ams and to s greater extent linked the work to the working class.
beeause the ruling class does not commit saicide.”” (Sclander. 1977, p. 13),
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“When I began my educational practice as a young man | was not clear
about the potential political consequences. I thought very little about the
political implications and even less about the political nature of my
thinking and practice. Yet, the political nature of these reflections was
and is a reality. The political makeup of education is independent of the
educator’s subjectivity; that is, it is independent if the educator is con-
scious of this political makeup. which is never neutral. When an educa-
tor finally understands this, she or he can never again escape the political
ramifications. An educator has to question himself or herself about the
options that are inherently political, though often disguised as pedagog-
ical to make them acceptable within the existing structure. Thus. making
choices is most important. I:ducators must ask themselves for whom and
on whose behalf they are working. The more conscious and committed
they are, the more they undenstand that their role as educators requires
them to take risks, including a willingness to nisk their own jobs.™
(Freire. 1988, p. 179).

The process of practical implementation of Freire's theory and rec-
ommended practice of literacy presents a variety of difficulties,
depending on many factors apart from the political orientation and
purpose, such as the socio-economic context, the human and materi-
al resources available, the recruitment and training of teachers, the
time factor, the scale of the programme, etc. The ideal situation of
designing a literacy curriculum and teaching material based on local
participatory investigations for each target group or local communi-
ty often requires highly-educated staff in quantity if the programme
is to cover large arcas or large numbers of adults. For a national
programme, it also implies problems of coordination and control. In
practice. Freite has recognized the need for literacy primers for
general national use, for example, in Guinea-Bissau, Sdao Tomeé and
Nicaragua, where he worked as an adviser while the primers were
prepared. The literacy programmes in Guinea-Bissau, based initially
on a Freirian approach and subsequently on other experimental
work, have had very little success. due to serious language prob-
lems, organizational weaknesses, staff shortages in quantity and
quality, and lack of political will, mobilization, and support
(Harisam, {983; Ballara, 1984).

... the Freiran “strategy™ or “method” L reflected an utopuan view of
the social realities of Guinea-Bisau. and .. served neither as 4 means to
implementing soctad change nor for teaching reading and writing.™
(Hartsam, 1983, p.346).

Experiences show, morcover, that the application of the teaching
methods advocated by Freire, that is, the “global” method for
reading and writing with an accompanying dialogue, where the
teacher’s role is to promote the learner’s partiapation and creativity
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and to leamn from the learners, is extremely demanding and difficuit
to achieve. This is especially true in the context of larger programmes
or campaigns, where volunteer teachers with relatively low educa-
tional qualifications and short training constitute the tesching staff.

Torres (1985) points out that even when the conscientization ap-
proach has been inserted into popular education projects with “clear
political orientation™, it has in practice often been limited to a
*“dialogue” that in itself turns rather into a kind of oral questionnaire,
where the educator asks and the learners answer, than a moment of
reciprocal communication. Her analysis of the political mobilization
and awareness cffects of the literacy campaigns carried out in Cuba
and Nicaragua is interesting in this context. It was not so much the
contents of the readers, nor the dialogues. nor the revolutionary
slogans, that explain the strong political/ideological impact of these
campaigns. ‘It was first of all the process itself. the very close
association between the literacy teachers and the learners™ (p.121)
and the integration of literacy and the revolutionary process as such.

The difficulties of achicving participation in real social transforma-
tion through conscientization-oriented adult literacy, and the ques-
tion of under what circumstances there are “spaces™ for such actions,
are discussed in the Latin American context in C.A.Torres (1981).
These issues continue to be debated among radical educators there,
and further studies and clarification of these guestions in the adult
literacy context would be worth while.

According to many experiences (including our own) and in view of
the critical comments mentioned above, Freire's pedagogy has widely
contributed to the understanding of the literacy teaching-learning
process and has inspired many literacy workers and experts todevelop
their ideas and methods in certain aspects. In Latin America, there is
an ever-growing movement of *‘popular education” which is strongly
influenced by Freire's theories. Many NGOs all over the world
working with basic adult education are likewise applying a critical
consciousness approach, where literacy is a component integrated
into a movement for social change and the pedagogical principles are
learner-contred. Freire provides an important source of critical reflec-
tion and inspiration for literacy practitioners, through his criticisms of
domesticating and clitist approaches to literacy and his insistence on
the alternative role of the educator as someone who shares experiences
with the learners, teaching and at the same time learning from them.
The conscientization approach does not, however, provide sufficient
guidelines for a whole literacy strategy, and contains non-applicable
clements, especially for large-scale government programmes.
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9.4.2 Popular Education

As has been noted in Chapter 7, and above, Freire's theories of
conscientization form one of the bases for the growing movement of
popular education in Latin America and elsewhere. The praxis of
popular education has been based on, and has developed, the theory
of the relations between class struggle, political strategy, and educa-
tional action. Aduit literacy as such is only a sub-heading within the
dialectic conjunction of political organization and popular initiative
underlying the theory and activities of popular education. Learning
of literacy is only one possible outcome from such activities, and
does not occupy the central position it once assumed in Freire's
pedagogy. Certainly, a popular education movement may be built
around a literacy leaming activity, in the interests of popular mobili-
zation, participation, and organization, and the literacy methods
then used would be close to those suggested by Freire.

However, as literacy is only one subordinate component of popular
education, we have decided not to devote further attention to this
whole fascinating development in this book.

9.5 The Mass Campaign Approach

9.5.1 international Moves to Promote Mass Campaigns

Mass hteracy campaigns have always been difficult but, particularly
in revolutionary societies. aiming at socialism, they have been suc-
cessfully implemented. This literacy approach is a mass approach
that secks to involve all segments of society in order to make all
adult men and women in a nation literate within a particular time
frame. Literacy is seen as a means to a comprehensive set of ends -
economic, social, structural, cultural and political.

In the sixtics, when Unesco concentrated on the EWLP, the already
successful experiences in Vietnam, China and Cuba were not consid-
cred by Unesco for formulating general recommendations or even
for international discussion. The reason for this was certainly not
lack of information. A Unesco Commission presented a report on
the Cuban Literacy Campaign in 1965 (Unesco, 1965). analyzing in
detail its success. While the Cuban campaign took place in 1961, it
was awarded honourable mention by a Unesco Jury only in 1967:

“For ane of the most remarkable efforts to mobilize public opinion 1n
support of literacy work, as a result of which the country’s illiteracy rate
fell from 25 per cent to 3.9 per cent.” (Unesco, 1968, p. 74).
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In the seventies new successful literacy campaigns have been con-
ducted in Tanzania (1971-1983), Southern Vietnam (1975-1978),
Somalia (1973-1975), Ethiopia (1979- ), Nicaragua (1979-1980); and
in many other countries mass campaigns have been ‘nitiated with
longer-term perspectives.

In the light of these new experiences, together with the failures to
achieve considerable progress in other literacy attempts, Unesco
decided to promote a discussion among member states on the possi-
bilities and promise of the literacy campaign as a strategy for the
eradication of illiteracy. The 1easons for this are many: successes
with campaigns, the growing opinion that literacy is a human right,
the fecling that mass literacy will not only promote development but
also help redress oppression and injustice (a feeling promoted by
Freire's ascendency to international legitimacy). It is also possible
that the near-monopoly of countries professing socialism on cam-
paign successes, and the resulting legitimization of socialisin, made
governments and organizations which were previously impervious to
such activities, join their suppo. * to the use of the strategy, at least
verbally. One may also suspect that it is internationally and national-
ly comfortable to be able to point to attempts at large-scale literacy,
as a visible sign of government concern with human rights, poverty
and oppression, without fundamentally doing anything else about
these issues.

As a basis for this discussion, in October 1979, Unesco through the
International Council of Adult Education, commissioned a study
that would undertake a critical analysis of reputedly successful mass
Iiteracy campaigns of the 20th century. The study written by Profes-
sor H.S. Bhola (1982) analysed eight campaigns, those of USSR,
Victnam, China, Cuba, Burma, Brazil, Tanzania and Somalia; and
in a memorandum addressed to decision-makers summarized and
analyzed the lessons of these experiences. The discussion of this
study was one of the objectives of the International Seminar on
Campaigning for Literacy held in Udaipur 1982 (reported in Bhola
1983). The seminar was organized by ICAE, the Seva Mandir Agen-
cy in India. and the German Foundation for International Devel-
opment, while Unesco was present as a participant.

The Udatpur Seminar adopted a Literacy Declaration. calling for
massive literacy etforts:

“Only specific campaigns with clearly defined targets can create the
sense of urgency, mobilize popular support and marshall all possible
resources (o sustain mass action. continuity and follow up.
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It is not cnough merely to teach skills linked to general economic
development if the puorer classes remain as exploited and disadvantaged
as hefore. A literacy campaign must be seen as a necessary part of a
national strategy for overcoming poverty and injustice.” (Bhola. 1983, p.
245).

Bhola (i983. p. 222) points out G

" Political will is prior, but technology is the great enabler in the planning
and implementation of a successful literacy campaign... The basic proc-
esses involved are:

- Articufation of the nation's political will

- Temporary institutionalization of the first policy initiative and later
Development of a comprehensive policy-making and legitimizing or-
gan

- Study and diagnosis of preconditions

- General mobilization of the public

- Establishment of structures of mass participation

Development of inter-ministerial and inter-agency structures

Pre-operational preparation

Implementation of development and instructional actions

- Evaluation of context, processes and results, and

- Design and establishment of post-literacy programmes.”

We have chosen to quote this whole list in order to show the
importance given to political, institutional, organizational and mobi-
lizational aspects. as compared to pedagogical methods or contents
for example.

The prevailing tendency in literacy discussions focused on orga-
nization, administration. planning, monitoring. and evaluation rath-
er than on methods and contents as carlier. This is reflected by the
quite recent involvement of the International Institute of Education-
al Planning in literacy activities.

Zuccessful litciacy campaigns have been conducted in many differ-
et ways, using various methods of teaching and evaluation, aiming
at diticrent levels of literacy, etc. The major trait which seems to
underlie the success of major campaigns is the ideology of the state,
which dewrmines that literacy be used as a central strategy for
achieving (or starting to achieve) overall ideological goals, notably a
restructuring of social classes and their relations to power. A whole
component of this restructuring is political, and its form mass mobi-
lization. which explains in pari why a literacy campaign with political
form and content should be used. 1 is thus questionable whether the
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mass campaign strategy can simply be traasported from one nation
and political system to another and yield success everywhere. Even
between nations with similar revolutionary socialist ideologies, cam-
paigns have taken a series of forms, according to local perceptions
and capacities, and yielded results at varying levels of short-term and
long-term success. In countries which profess socialism, but not of a
Marxian kind, a similar range of forms and results has been found.
In other, non-socialist countries, campaigns have been tried with
less success, or activities have been launched under the name of
“campaign” but with little other resemblance to one. To clarify,
“campaign™ is a word from military sources implying large-scale
movement, clearly-defined objectives and targets, allocation of pri-
ority status and sufficient resources, and a clear time demarcation. It
describes actions, not plans and hopes (Bhola, 1983, p.206).

States achieving success in campaigns have had the political commit-
ment, motivation and power to be able to organize an effective
mobilization of all human, institutional and material resources need-
ed. For this mobilization all available means of propaganda in favour
of literacy are used to create motivation among the illiterates and
among voluntary literacy workers to use their time for literacy
classes in all possible settings. Different ways of rewarding success —
mostly symbolical - together with social pressure to attend classes,
have maintained mobilization high and prevented high dropout
rates. For quick positive results, literacy has been defined at a low
level, but for its retention and use, links were established for contin-
uing education in follow-up programmes, and for active participa-
tion in the social, political and economic life of the country.

Centralized policy formulation with decentralized responsibility to
local authorities and organizations for implementation and manage-
ment have characterized successful literacy campaigns.

Within the range of experiences which merit the title "campaign™. at
least over some important period of their implementation, two
major strategies can be identified. which we will discuss separately
below: the “one-off” eradication campaign. and the longer-term
“eradication by a series of campaigns™, which present some rather
distinet features and divergent problems.

9.5.2 “One-off"’ Mass Campaigns to Eradicate
llliteracy

There are a few existing examples of very rapid reduction of illitera-

¢y through the means of a short mass campaign: Cuba (1961; illitera-

¢y reduced from 24 % to 4 % ). Nicaragua (1979-80: from 50 % 10
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13 %), southern Vietnam (1976-78: from 25 % to 14 %), and Soma-
lia (1974-75: from 95 % to 30 %).

The principal factor in their campaign organization and success
appears to have been the recent conquest of state power by a
movement strongly characterized by its popular support and by its
intention to revolutionize the social and eccnomic structure of
society.

Three additional factors appear (from the successes and failures) to
have been crucial:

a) With the possible exception of Somalia, the illiteracy level was
around or below 50 % on starting the campaign. and the absolute
number of illiterates targeted for involvement did not exceed 1.5
million in any of the four cases. This made it possible to cover all
the illiterates at one go, in small classes. (In the case of Somalia,
which is in many ways the most “marginal’ of the four examples.
the statistics are confused by the introduction of a new, Roman
script for the language, which made almost everyone technically
illiterate. This meant that there first had to be a campaign to
teach those already literate to read the new script, before tackling
the rural areas with their mixture of literates and semi-literates in
other scripts. as well as “pure” illiterates).

b) Three of the states launched their campaigns within two yeuars
after the movement acceded to power (and Somalia within five
yeirs after). while popular enthusiasm was at its beight.

c) All four countries have one principal majority language. which
facilitated mobilization, writing of matcrials, teacher training.
provision of follow-up, etc.

The objectives for the campaigns were clear: to involve everyone in
the cradication of illiteracy, with a view 1o general politicization and
incorporation (immediate and future) of the masses in the socio-
cconomic transformations to be carried out. The illiterates would
acquire the information and skills needed to participate in changing
society. while the literate population, as teachers, would be (re)
cducated by their contact with the working masses. The campaigns
were executed over a period of one to two yeurs,

Mobilization was cffected. as mentioned above, by the use of all
available means of public communication, allied both 10 symbalic
and material rewards and to social pressure on the unwilling. A key
feature wats not to allow the mobilization activities to relax at all
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during the whole period of the campaign. The very aim of the
campaign, to eradicate illiteracy over a short period, was generally
mobilizing as a significant and quickly attainable goal. The military-
style organization of campaigns, brigades, offensives, marches,
flags, ... gave a gencral impression of purpose and collective engage-
ment. In addition. Arnove and Graff (1987) put weight on the
leadership of a charismatic figurchead, though this factor is not very
evident in the cases of Nicaragua or southern Vietnam.

The organizational and supervisory structure arose naturally from
the aims of the campaign. As it was everybody's campaign, its
structures incorporated all organized bodies in the society — minis-
trics. schools, factories, committees, mass organizations, etc. - and
involved them in the mobilization of resources, teachers and stu-
dents. Central and Jocal literacy committees were organized, in-
volving high-ranking officials at the given level of the organizations
mentioned, to facilitate rapid decision-making. The classes them-
selves were gencrally small, five students or less, making it easy to
organize meeting-times. In general, the voluntary teachers lived
with families in the community and participated in productive work
in the arca. School teachers and literacy instructors kept close con-
tact with the classes and gave support to the teachers. Where more
than two students were 1o be 1n a class, efforts were made to ensure a
similar starting level.

Initial teacher training was of necessity short, around five days. The
closing of classes in secondary schools to provide liferacy teachers
also provided rooms for the training. In Cuba and Nicaragua, the
teachers also received a detailed teaching manual. In two of the
countries with minonty languages (Nicaragua, Vietnam), these
groups were mostly left for a later “second round™ drive in their own
languages.

The curriculum content largely focused around the new state’s his-
torical origins and policies for the future. The methods were rather
traditional “tutonal™” pedagogy in practice. although Nicaragua,
with some previous experience of popular education during the
insurrection, inclined the methodology towards conscientization. In
Vietnam, “methodological emulation™ was launched. the teachers
being encouraged to build up their own methodology around the
lteracy material, and the most successful among them being reward-
cd. The objectives in the four cases were oriented towards rapid
literacy teaching, so numeracy was not included in the eriteria for
literacy (in Vietnam, reading numbers was included), and. where an
arithmetic programme was prepared, it was for voluntary applica-
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tion towards the end of the campaign in more advanced and motiva-
ted groups. The literacy tests were formulated on criteria set at
central level - abilities in reading a text, taking dictation, free
writing - and when ihe teacher reckoned that the group had reached
that level, the local literacy committee would assist in verification.
Pass certi. cates were handed out in public ceremonies. In Cuba and
Nicaragua, the students concluded by writing a letter to the political
leader(s) of the country. A survey of examples of these letters
reveals a large vanation in the literates’ writing capacity.

In all four cases, the problem of regression to illiteracy strongly
posed itself. In Somalia. imortant resuits were achieved in the
*modernizing™ and mobilization of the socicty, but various factors
resulted in a 'veak provision of follow-up and thus in large-scale
relapse into illiteracy. In Cuba, all learners were given a follow-up
reading book at once, and vast efforts were made to incorporate
ceryone in more formal follow-up classes, with the result that after
twenty years the country could announce that the “Battle for (uni-
versal) 6th Grade™ had been won. In Vietnam. use was made of the
school system and of 3rd Grade curricula upwards to provide **pop-
ular complementary cducation™. In Nicaragua. material for aduits
with (he distinet taste of a primary school curriculum was produced
to be used in mass follow-up classes, but this option was soon called
into question as being too formal and childish. and antagonistic to
the principles of popular education. The last three countries have ali
worked hard to produce accessible and cheap reading material. in
the form of books, newspapers and magarzines, Cuba having done
most in this regard. At the same time, they have put much effort into
attaining universal primary education, which is of course funda-
mental 1o preventing the resurgence of illiteracy and must accompa-
ny any scrious attempt to eradicate i,

References for this section:

General: Bhola 1982, 19K3. (all four couatries).

Cuba: Unesco 196S; Levin, Lind. et al. 1979,

Vietnar: Literacy Work 1978 --9; Carron and Bordia, 1988,
Nicaragt . Torres 1985, Miller 19KS,

9.5.3 Eradication of llliteracy by a Series of
Campaigns

The first example of “a campaign™ to eradicate illiteracy that took

the form of a sertes of campaigns, s that of the USSR (1919-1939)

where illiteracy was reduced from 70 % to 13 % This was followed
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by the Democratic Republic of Vietnam (1945-1958; 7 % illiteracy
at the end). China (1950-1966, 1976—; 85 % to 25 % now), and
Korea (7). The seventies saw a large rise in the use of a “campaign
series” strategy: Tanzania (1971-1983; 67 % to 20 %). Iraq (1978~
1980; 13 % to U (7)), Burma (1969-1972 and 1976-1981, 1.3 million
literates), Ethiopia (1979-; 93 % to 42 % cst. so far), Mozambigue
{1978-. =5 % 10 70 % in 1988), Angola (1976-; 85 % to 62 % cst. in
1986).

The charactenstic feature of the campaign series is to run a sequence
of campaigns, each with its own enroliment and literacy target,
within a more general (5 to 10 year) plan for the eradication of
illiteracy. The enrollment target is often further defined in terms of
given priorities for the campaign in question — by area (urban/rural,
selected districts, etc.), by political or economic priority (cadres,
workers, collecti-vized peasants, etc.), by language (:laboration of
programmecs in the major language(s) first), by age group (usually
the age of 45 is the upper limit to the priority), and so on.

The objectives behind the campaign scries strategy are usually simi-
lar to the “onc-off” strategy: political mobilization and sensibil-
ization. As far as we can assess, the countries which have registered
successes in at least some of the campaigns in the series and in
making notable inroads into illiteracy all profess a socialist idenlogy.
In Bhola (1983) a series of other countries are treated as “‘new
campaign countries”, but in practice, of these only Botswana and
Kenya seem to have enrolled and kept Lignificant numbers in class-
es, and in the former case the country itself describes its activities as
a “programme” with little of the mass mobilization characteristic of
a campaign (ibid., p. 80-87). Kenyan figures for the period 1979-
1983 (Dave et al. 1985, p.32) indicate a total enrolment of nearly 1,9
million people but only a 4 Y% success rate.

There seem to be three principal reasons behind choosing a “step-
wise™ strategy. The first is the very high level of illiteracy and/or the
very large absolute number of illiterates, which makes reaching all of
them at once very hard. finding an adequate number of teachers
difficult, and providing adequate structured follow-up almost 1im-
possible. The second is that the country’s situation of underdevel-
opment is such that it decides that it does not have the infrastructure
and it cannot spare all the resources that would be needed for a
“one-off” campaign. An additional encumbrance for many of the
countries named has been that they have been in a state of war,
which further reduces the possibilities of making literacy an absolute
priority and of setting aside sufficient resources to combat illiteracy.
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A third is often the large diversity of languages, which complicates
planning and mobilization. In the case of choosing one language for
the campaigns, the second-language situation encumbers and pro-
longs the teaching programme for many classes, while, in the case of
choosing several languages, the production and distribution of mate-
rials and the training of teachers, as well as organizing the follow-up,
become a more lengthy and complex process. Tanzania had the
advantage of being able to use for literacy an African lingua franca,
Swahili, spoken by most Tanzanians. In Ethiopia the multi-lingual
problem has been tackled by producing matenals in 15 different
languages. Mozambique and Angola chose initially on political
grounds to teach literacy in the official language, Portuguese — a
scconu ianguage for the illiterate population — as an instrument for
promoting national unity. Experience has somewhat revised their
assessment, and Angola has done some work in Africar. languages.
Mozambique began some research into using African languages but
has not implemented literacy work in any of them.

It should be noted that Irag did not really confront the above
problem situations. The state declared literacy to be compulsory,
and on this basis ran six short campaigns to eradicate illiteracy in the
target groups (set by age) over three years. so in many ways the
experience resembled a “one-off” strategy.

Using the “campaign series” strategy gives rise to a number of
particular problems which do not affect the “one-off™" strategy, most
of them related the long duration of the series as a whole:

- the eventual target is very distant, so “eradication” as a slogan
is not so effective;

- the mass mobilization afforded by the “‘revolutionary mo-
ment” tends to dwindle over time, making specific mobik-
zation activities for literacy even more important:
the process of keeping mobilization going constantly over so
long a time is often bevond the state’s capacities:
teachers become harder to mobilize initially and 1o keep on
the job in a voluntary capocity, given the long haul abead:

- itis very easy for external factors (drought, war, or just other
impurtan! programmes) to remove hteracy’s priority in prac-
tice along the way:
classes, which are farge, often begin to accumulate a lot of
repeaters from previous campaigns.
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— it is easy for the literacy activity to become a bureaucratic
process, top-heavy and divest of a feeling of priority:

- the two moments, “hiteracy”™ and “‘post-literacy™, in spite of
the great necessity for running both simultancously, contradic-
tortly also have a negative effect by becoming a mixture of
parallel programmes, which complicates organization, support
and training. diffuses efforts and reduces focus on the literacy
issue itself;

— the creation of a “literate environment™ with large supportive
concentrations of literate people is much slower and less effec-
tive,

The result is that the first two or three campaigns are usually very
successful, but then things begin to fall apart. Thereafter, there are
“dead periods™ and “revivals™, when the state again puts special
weight on a given phase (e.g. to support a Party Congress or a big
political change). or on a given moment (e.g. the period leading up
to a national test). To kecp things going smoothly. two things seem
from experience to have been important: an ability to mark out new
priorities for cach campaign and concentrate on them, giving a
constant feeling of progress and success; and the creation of strong
pulitical base structures with the responsibility for keeping up partic-
ipation and enrollment (in Bhola's words, making the campaign the
masses” own){( 1983 p. 207). The latter factor is especially noticeable
in the Tanzanian and Ethiopian cases.

In many respeets, the successful campaigns in a series are close in
organization and content to the “onc-oft” eradication campaign. A
political focus is to be found in the matenial: hite acy committees
incorporating all the sectors in the society are set up: teachers are
usually volunteers receiving moral incentives {and maybe o few
material ones) who are given a short initial training: testing is usually
centrally controlled: and a fairly formal direet follow-up is usually
made aviilable. Because of the conditions which led to the choiee of
4 “vampaign series” strategy in the first place. classes are usually
rather large (15 - 30),

Ethiopia and Tanzana offey some interesting divergent expericnces.
Fthiopia's campaigns were structured in two short intensive phases
cach (three hours of classes per day!). one lor the entire target group
and the next for those who had not paswed in the first phase. This
made the time-sacrifice expected by the learners shorter in duration
and allowed faster learners 1o graduate gquickly, while the slower
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leamers had a period in a smaller class where they could be given
more individual attention. The first intensive phase could then be
taught by secondary school students in the long school holiday,
which implied restructuring the school calendar slightly but avoided
shutting down the schools. The second phase prevented the accumu-
lation of repeaters in later campaigns. Tanzania. on the other hand.
set up literacy tests after very long periods (aftcr intervals of two or
four years) which may have demoralized learners but made it easier
to organize follow-up groups. Tanzania is interesting for having used
political mobilization with a combined political and directly Func-
tional curriculum. Through international support, it was able to pay
a small allowance to voluntary teachers; it also used primary school
teachers extensively for teaching literacy (with variable success ~
reports indicate that the former gave more attention to the Function-
al content and to adult methods than the latter).

From descriptions and own experience, it seems in general that the
teaching pructice in the literacy class is traditional and directive. The
teachers have low educational qualifications, a very short specific
training and a much longer previous primary school experience of
their own, and so they tend to go back o the ways their own teachers
taught them (Lind 1981).

Given the variety of organizational strategies, contents, language
policies, et al., between the various cases, the level of literacy in-
tended and reached in practice also diverges considerably from one
to the other. Generally, the “litcracy campaign™ is intended to
provide an equivalence to about second grade schooling, though
Tanzania's “4th Level” was somewhat more advanced (those passing
3rd Level were also considered literate, however). This prescribed
level, even if attained, does not guarantee any lengthy retention of
skills, which makes the provisicn of follow-up crucial to the whole
effort. The various follow-up possibilities are examined below
(Chapter 10). The countries which undertake the “campaign series™
strategy often have high illiteracy, deficient school coverage, and
problems in printing and distriputing written material, which make it
difficult to create a literate eavironment to motivate, support, and
justify the efforts expended Some cnticism has been directed at
countries undertaking campaigns in this situstion (Street 198S).
However, Ethiopia offers 2 good example of providing follow-up
coverage in casses (seven million enrolled), and Tanzania of com-
bining with the literacy effort, the near-universalization of primary
cducation in mnovative ways, and the provision of accessible-level
reading matenal on a wide scale. Certainly it 1s not very sensible to
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run a series of campaigns to eradicate illiteracy if primary schooling
does not universalize its coverage and no material is made available
for reading over the same period.

References for this section:

General: Bhola 1982, 1983.

Tanzania: Kassam 1978, 1979, Johnsson et al. 1983.

Vietnam: Carron and Bordia 1985; Levin, Lind et al. 1979,
Ethiopia: Carron and Bordia 1985; Gumbel et al. 1983; NLCC of
Ethiopia 1984; McNab 1989.

Mozambigue: Fordham 1985; Lind 1981, 1985, 1988.

Angola: Marshall 1984,

9.6 Large-scale General Literacy
Programmes

One may look upon the fairly large-scale literacy programmes which
take place on the basis of a rather passive state approach to the issue
of literacy. as falling between the active use of literacy for political
change in campaign series and the active use of literacy for purposes
of economic growth/development in selective form. As mentioned in
Chapter S, such programmes tend to apply some of the organization-
al principles used in campaigns, but are marked more by being a
provision of access to those who want it than by a consistent use of
mobilization methods. In Bhola’s terms (1983, p. 207), such a pro-
grammc is “politically cool” {even if in some cases it is called a
campaign). Examples of such programmes are to be found in Ban-
gladesh, Botswana. Brasil, Cape Verde, India, Kenya, Mexico and
Zimbabwe, among others. The objectives put forward by the state
for such programmes are fairly diverse, incorporating statements of
human rights, political philosophy, cultural policy and economic
strategy. The literacy access provided is often quite extensive, and
one of the aims is usually the eradication of illiteracy.

The states involved fall into two groups. In a few cases, the govern-
ment involved has a tenuous grip upon power and a Jow capacity to
mobilize. but opens up literacy programmes as one way of making its
presence felt and of promoting its legitimacy. In the remaining cases,
the countries involved fall into the “middle income™ category and
have a fairly large mining/industrial sector, or at least an economy
where illiteracy is not seen as representing an immediate major
obstacle to growth, as illiteracy is concentrated among the peasantry
and the unemployed. The economy is such that individuals in fairly

- 96 —

g%



large numbers have a certain motivation for literacy learning, such
as hopes of employment or promotion, or a motivation provided by
the general level of literacy in the society. Migration to the cities is
usually extensive, and the need to write letters makes itself felt.

In taunching such programmes, the government makes public state-
ments of support, and sometimes wide advertising campaigns are
launched (e.g. MOBRAL in Brazil), but in reality a lot of responsib-
ility for mobilization rests on the initiative of local literacy officials
and there is little social pressure operating. This often results in a
high initial enrollment, followed by a very large dropout. It has been
noticed that where local figures of authority lend their approval and
weight, better mobilization and lower dropout have been achieved
(Lind 1985a; T. Coles, comment in correspondence).

Various levels of organizational structure are created, usually in the
form of a department in the Ministry of Education, corresponding
provincial departments, and trained and paid officials at local level
with organizational and pedagogical functions. In particular sectors
where illiteracy is felt to be a special problem (mines, plantations
...}. some kind of special “Functional” programme is often set up in
parallel with the more general programme, often on the initiative of
the sector management. Furthermore, the government often
“cedes™ part of the programme to local NGOs, which may come to
play a large part overall. In some cases, varions ministries and
NGOs have been given responsibility for different “bits™ of the
programme, which seems from experience to be a perilous option,
resulting, without good coordination, in conflicting objectives and
dispension of effort and resources. Where one ministry is responsible
for coordinating and directing the whole programme, the contribu-
tion of NGOs and of other ministries in its execution can allow for
good use of the resources available.

Teacher mobilization takes place in a variety of forms, often relying
on NGOs for a part of the teaching corps. Where such programmes
continue over a lengthy period, it becomes hard to find volunteers
and the state often ends up paying salanies, even if very low ones.
Howcever, almost everywhere initial teacher training remains short
{one to two weeks), and in-service training provided by local officials
remains important,

Such programmes. 10 a similar way to a “declining™ campaign series,
often end up with a large bureaucracy, an indefinition of aims, 4 high
financial outlay, and not very satisfactory results. It may be noted
that the attempt to reduce costs or increase coverage by putting a
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large part of the teaching load on primary school teachers, as was
once attempted in Kenya and Tanzania, has the disadvantage of
launching traditional primary school methods into adult classes and
causing further dropout (Bhola 1983, p. 120). Often the NGOs arc
most successful in finding and training teachers to use dynamic
adult-centred methods in literacy. In many societies, a further caveat
has surfaced in relation to teachers: if youths are recruited as teach-
ers, adults are put off. This problem can be surpassed under condi-
tions of general mobilization or high motivation, but it assumes
importance in the “‘cooler’ programme.

These literacy programmes make use of a general curriculum ori-
ented around subjects of interest to adults with which the state feels
comfortable: health care, agriculture, conservation, recreation,
arithmetic ... (though where NGOs are involved. they may well use
the opportunity to put over some of their own interests). Often the
mixture of objectives drawn up for the programme, the wish to
maximize use of the cost outlays, and the desire to make the curricu-
lum interesting and useful to adults, resuit in an “over-packing™ of
contents — too many goals are expected to be reached by one literacy
course. This can become especially aggravated where the pro-
gramme uses the classes as a launching pad for parallel income-
generating projects, as is the case in some countries. While in India
{see Ch. 11 below) such a project proved essential to getting women
to participate in one case, in others the parallel “practical” project
becomes the main activity, and literacy learning suffers accordingly.
This is not to underplay the general importance of practical projects
with an educational content, but only to question whether literacy
training is the best way to set them up. The results of an experi-
mental project carried out in the Indian state of Andra Pradesh in
1972 are instructive in this regard. The project, Non-formal Educa-
tion for Rural Women, containing literacy and mother/child care
instruction. Three principal different designs were tested:

Group I: a training programme with emphasis on reading. writing.
and arithmetic. with the content derived from child health care

1Ssues;

Group 2: a training programme concentrating on practical demon-
strations and information on mother and child health issuces;,

Group 3: a combination of literacy classes and mother/child care
demonstrations and instruction.
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*The results were that Group 2 showed the greatest progress in the
acquisition of knowledge and practices regarding mother/child care;
Group | alone reached a stage of literacy sufficient to maintain the skills,
and Group 3 did not gain as much mother/child care as did Group 2 nor
as much literacy as did Group 1.” (ICAE, 1979, p. 42).

An important aspect of the pedagogy of the programme is that its
language, methods and contents are some of the principal means for
maintaining student motivation, and hence attendance. Thus often
more effort is put into methodology and curriculum design than is
the case in campaign situations. A number of complications arise
from this, some of them noted above. The quality of teaching be-
comes an important factor. In multi-lingual situations, where often
there is a certain indefinition of language policy by the state, tech-
nical, political, and motivational factors can conflict in the choice of
language. For example, it may seem best for technical and motiva-
tional reasons (fast learner progress) to use local languages, while
for political and motivational reasons (access to employment, politi-
cal participation, and higher grades of the school system, etc.) 1t
scems best to use the official language or a “*lingua franca”. In the
face of such problems, it would seem to be especially important to
plan the whole educational project well in advance, notably as
regards what is to happen after literacy, which should aid the defini-
tion of what language and contents should be incorporated in both
the literacy and post-literacy components, as well as provide poten-
tial learners with a perspective on the matter. Among issues to be
considered are, how and when to transit from the mother tongue to
the official language. whether levels of adult education are to be
considered equivalent to the school system’s grades (and which).
and whether and how testing should be done. In practice, un-
fortunately, the low priority of literacy and the relatively passive role
of the state have resulted in programmes being launched without any
prior decision and/or action on what should be done when the
literacy students finish the prescribed textbook. {(Botswana and Zim-
babwe provide examples). Surely the Jack of such planning acts to
reduce individual motivation in a situation where this factor is most
crucial.

References for this section:

The most concentrated sources of information are to be found in
Bhola (1983), ICAE (1979), Carron and Bordia (1985). Other sourc-
es are Department of Non-formal Education-Botswana (1982), Lind
et al. (1986). Fordham (1985), Dave et al. (1985).
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9.7 Selective Small-scale Programmes

In many instances around the world, literacy activities represent a
continuous on-going project on a fairly small scale. These, by the
objectives of their promotion or by the nature of their promoters,
are selective in one way or another. Although they do not make
large-scale inroads on illiteracy, they have many of their own charac-
teristics and can serve particular purposes not readily attainable by
larger activities. We have already referred to those undetaken within
the EWLP and the conscientization approaches, which were selec-
tive by their experimental or community-based character. In gener-
al, we may subdivide small-scale programmes into two correspond-
ing main types:

~ more or less decentralized state-promoted activities within
particular areas or units selected for “development” or for
pilot purposes; these may even originate from ministries or
institutions (private or state-sponsored) other than the Minis-
try of Education;

— NGO or community—promoted activities {including cooper-
atives, trade unions, churches, women’s organizations, etc.).
This kind of NGO literacy project presents a great diversity of
approaches, from traditional church involvement to popular
education within liberation movements; but they are all limit-
cd in scale and selective according to the target group defined
by each organization.

The results of the first type seem to depend on similar factors to the
large-scale programme-exercise of mobilizational pressure within a
facilitating organizational framework by the authority responsible,
within the perspective for the learners that they will benefit from
attending the classes. In this context, the provision of a programme
organized in steps, which offers some form of organized post-litera-
cy. is probably an important factor. Benefits on offer have often
been characterized by their more “material™ nature: better family
production, higher wages, promotion, job security. However, some
literacy activities within development projects have been planned in
such a way that they are strongly boosted by the avenues which they
open to increased collective self-management and participation in
decision-making (Savaria 1979). One should note that the mere use
of administrative pressures and putative material benefits can casily
put off the illiterates, and that real changes and real participation are
as always important factors,

The NGO/community position in relation to mobilizing and orga-
nizing literacy students is rather different. Although projects orga-
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nized by the church, for example, may well seem to have the backing
of a higher authority, one generally needs to look to other factors
than “authority”™ to explain the successes reached; indeed the pres-
ence of authoritarianism may well explain some pioject failures. It
seems that we must look to the factors of “the culture of participa-
tion” and often “the cuiture of resistance™ as being most explanato-
ry. Community and other NGOs operate as mediums for identifica-
tion, collective participation, decision-making, and action. In some
cascs, group solidarity and effort might arise from common mem-
bership in an organization like a church or a club, even though the
literacy per se does not take place against a background of social
change or improved material conditions. In other words, individual
interest is aroused by the combination of literacy with social activity
and useful inputs, such as knowledge of health care or participation
in income-generating activities. In both instances, the promotion
and organization of a self-directing collectivity play a strong part.

In many instances, most important is the collective’s engagement in
an organized (even covert) resistance to oppression. Most developed
in this sense is the whole popular education movement, especially in
Latin America. But elements are to be found even in more tradition-
al literacy groups, as the mere fact of poor people organizing them-
selves 1o learn something that society in one way or another has
withheld from them, is an act of defiance and affirmation. That there
is “space” for such challenges organized by NGOs is not axiomatic;
it depends on the given historical moment in each society.

In general, small-scale or selective literacy programmes and projects
have the potential to be intensive, in that existing resources can be
more concentrated, at the same time as the project organizers can be
close to the project area (in contrast to large—scale activities led by
central government agencies). This permits more flexibility, less
bureaucracy and more capacity to respond adequately and in time to
the needs of the process. Given that such a project is integrated into
a context that promotes motivation {(organization, group identifica-
tion. social change, social mobility, etc.} it is then also potentially
possible to achieve better quality in the pedagogical process and the
organization, and consequently better results. The contents of teach-
ing materials and classes can be more directly linked to local realities
and preoccupations.

The teachers can more casily be provided with advice and in-service
training, and the learners’ needs can more easily be identified and
met; they can for example be divided into groups according to their
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learning progress, the advantage of which has been indicated by
many literacy practitioners.

These advantages of small-scale projects are potential and not an
automatic consequence of limited scale. The social context, the
degree of individual motivation, and the human and material re-
sources for the project remain determinant.

Small-scale programmes, even run over a long time, obviously do
not create any significant reduction of national illitcracy rates; ex-
cept indirectly, as pilot projects, where the experience is Jater put to
use on a wider plane. Pilot projects are useful to test vaneties of
strategies (as was done in Tanzania), teaching materials, teacher
traiming models, and curricula.

9.8 What Powers Mass Literacy?

Our work has received some criticism as focusing too heavily on the
state sector as a driving force for literacy, and various alternative
proposals on how to non-governmentalize or privatize literacy pro-
vision have been made. However, first and foremost, our work was
focused on the particular issue of how to do something of large-scate
significance to tackling illiteracy as a problem affecting about one
bilion pcople. By this we do not mean to deny that “every little
helps™, but the perspective we were able to derive from experience
in southern Africa was that the in themselves impressive literacy
cfforts going on in many places, and with some important results,
were still only really reaching a small proportion of all illiterates, and
making hiterate an even smaller number. And we were able with a
fair degree of confidence to state that the problems involved werc
rather less of a pedagogical nature than of a motivational, mobili-
zational, and organizational nature. That is. that even good. rele-
vant material and good. democratic teachers were of limited effect in
bringing in. and retaining. literacy students. in the absence of other
“driving” factors.

NGOs, even those specifically set up to promote literacy, rely heavi-
ly on the self~-motivated individual, and have always lacked that
prime factor underlying mass adult “literating’” activities: the motor
Or, more concretely: who is going to mobihze the mass of self-
employed peasants and artisans of the world to participate? Thus we
doubt, for example, that substantial literacy efforts can be motored
by market mechanisms, that s, through private literacy organiza-
tions selling hiteracy supply to meet individual or sectoral demand.
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The idea that a private literacy organization could work out and sell
a “development course™ for a specific sector, into which learning of
literacy skills is inserted, might have some effects per sector (which
is no guarantee of any large-scal: coverage). However, we should
draw attention to other problems discussed in this book. In purely
practical terms, literacy acquisition already represents a long and
arduous course. Its integration into a course on something else
entirely has often been most unsuccessful because the focus of
learning and the objectives have not been clear or have conflicted.
This was one important conclusion from the various attempts at
Functional literacy. The course would also have to be formulated in
terms which avoid the various problems of **a—political functional-
ism" involved in that approach.

On the other hand, when we speak of the involvement in mobilizing,
supporting and organizing literacy activities, of "other sectors of
society”, we are thinking well beyond, although including, the for-
mal structures of government (ministries and departments and their
various subsidiaries). We include all kinds of national NGO of
relevance to the issue, women's clubs, trade unions, cultural groups,
churches, literacy service centres, peasant associations, coopera-
tives, literacy “interest circles™ at local level, schools ..., to be
identified (even created) according to the reality of each country/
region/situation.

In the interests of achieving the intended results from their participa-
tion. this assortment of organizations, public, private, and civil, has
to be “coordinated”. At one level, of course, in many socictics
numbers of such organizations will be distinctly hostile to the gov-
ernment in power. and may well refuse participation, set up alterna-
tive programmes, or even organize resistance. We stand in no doubt
that a thoroughly discredited and illegitimate regime would have
zero chance of even starting the process in conformity with the
guidelines we delineate. For instance, the South African regime
through its Department of Education and Training - ex-Bantu Edu-
cation ~ is trying to set up literacy centres in the bluck township
arcas, but it is given that the mass democratic movement will hardly
be assisting!

However, where we refer 1o “coordinated™ actions, the level of
coordination implied is that of “‘collaboration’ and not of govern-
ment control over all organizations’ initiatives or accounts, That is,
cach involved organization takes upon itself a certain arca and
degree of responsibility within the overall effort. This may be,
mobilization of members to learn, or indication of how many mem-
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bers are willing to teach, or assistance with local fund-raising. or
offering experienced educators to supervise, or providing rooms as
classrooms. or setting up teacher training courses, or putting the
organization’s local reading room at the disposal of the learners, ctc.
Some of these services may be sold to the literacy organizing body
(state), and in some cases the same body may well agree to co-
finance or completely finance certain activities carned out by collab-
orating bodies. This, however, does not represent “budget control™,
which the state would be most unwise to try to impose on non-state
organizations.

From our experience, it is alse important that the government's
efforts at coordination do net restrict, divert, or undermine local
initiative, local control, community decision-making. and communi-
ty responsibility and involvement.

The collaboration we have in mind represents a voluntary sharing of
responsibilities between the actors, in most cases probably with the
delineation of overall policy in the hands of the state.

Here. of course, lies the problem. If the government in question is
not able to mobilize the relevant non—governmental and community
organizations to collaborate. it is probably not able to mobilize
many of the potential literacy students in the society either. Insuch a
case, it may be added. the government may well try to act exclusive-
Iv. through the organs of state: MOBRAL was at one time an
cxample of such an attempt.

As regards “coordination™ within the organs of the state: where a
government seriously wishes to promote mass literacy, the “coor-
dinating agency” should not become the sole and uniquely respon-
sible organ. In such case, of course, it could face a set of suspicious
and potentially hostile departments of equal or greater status, which
have no particular desire to be “coordinated™. Effectively such an
agency is only a designated executive representative of the highest
ruling authorities {party. or cabinet, or council of ministers, ctc.).
und the attribution and coordination of actions. budgets, responsib-
ilities, et al., is decided at that Jevel, and not by the agency itselt. In
this sense, certainly, budgets can also be coordinated within the
public sector.

Why all this emphasis on the state? As far as we are able to interpret
literacy experience through history, mass Jteracy can come about
slowly, under reasonably favourable conditions of economic growth
and industrialization, largely through mass primary  schooling.
Those countries where the mass of illiterates 18, are however still
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showing little sign of such conditions arising; indeed, in sub-Saharan
Africa, rather the contrary is happening (sec World Bank, 1Y88).
Put in simplistic terms, in favourable eccnomic conditions, the econ-
omy provides a slow-running motor for the achicvement of mass
literacy. Even here the state has to do something positive to lubri-
cate the motor: we may cite Salazar’s Portugal or apartheid South
Africa as being relatively conclusive examples that if the state active-
ly discourages literacy, even in conditions of relatively constont
cconomic growth and development, it does not just “come about™.
On the other hand, several good examples exist where the state - or,
in earlier days. the state- allied church - took the issue seriously and
was able to accelerate mass literacy, even in relatively unfavourable
economic conditions. Our conclusion is, therefore, that the econo-
my may itself power mass literacy, but the decisive “motor” for mass
literacy is the state.
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10. Post-literacy

So-~called “post-literacy” is a potentially enormous field of activities
which could include most of a society's educational resources. In this
chapter, we will deal with post-literacy in a slightly more restricted
sense, that is, the immediate follow-up to what a state or orga-
nization defines as its literacy programme (which may, of course,
also cover people who have become literate through other channels,
such as a few years of primary schooling).

As we have noted above, some Kkind of clear future access to a
post-literacy follow-up is probably in itself a major motivational factor
for bringing illiterate adults into literacy classes. At the same time,
follow-up is enormously important for consolidating and extending
literacy skills and for preventing relapse into illiteracy. Unfortunate-
ly, this latter 1spect of the follow-up programme is often neglected:
the organizers prepare the follow-up on the assumption that “litera-
te”” adults will join, and use it to move directly from "having learnt to
read” to “reading to learn™. In reality, the adults who enter such
programmes are often marginally literate both because the literacy
programme did not provide more than the rudiments of literacy in the
first place. and because relapse has taken place in the interval
between the adult Jeaving literacy and joining up again in “*post-
breracy™. It can safely be said that the main concern of a “post-
literacy™ programme should be to be a “better-literacy™ programme!

For the purposes of this sketch of post-literacy, we can conveniently
divide the kinds of resources available into four: traditionally, their
labels have been “formal, non-formal, informal™, but it is probably
betier to subdivide the category “non-formal™ mto sructured and
semi-structured activities. There also exist, of course, a number of
unstructured (informal) resources available in most socicties which
can be of use 1o new literates for retaining their skills, but we are
interested in forms of specifically provided resources.

The “formal™ post-literacy follow-up is easy to describe. It implies a
near-direct entry into higher grades of the school system, through
eveming classes or through other speciallv arranged 1aught classes
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using (light adaptations of) primary school curricula. Such pm-
grammes have the advantages of conferring directly equivalent cer-
tificates which give *‘credentialized™ access to labour market oppor-
tunitics, of the organizers being able to use (slightly adapted) nor-
mal teacher training programmes and (briefly retrained) pro-
fessional teachers, and of requiring little ¢xtra effort for text-book
preparation and curriculum development. Where it is difficult to
organize anything else. this strategy is obviously preferable to no
follow-up at all. However, the disadvantages arc also apparent:
unless such a programme is conducted in an environment of general
social pressure for education, adults on becoming bored and humili-
ated are very likely to drop out. Furthermore, especially if the
job-market is tight, potential participants may regard the struggle to
get acertificate as valueless and never join at all; most primary school
curricula arc notorious for not being especially “relevant™ to rural/
adult/most people’s needs at 2ll. They are also organized around
child psychology. interests, and learning rates (Dumont 1579).

A special problem also raises its head in multilingual societies -
often the school system bravely strikes out at once in the official
language, such as in Ethiopia, and it almost certainly goes over to
the official language fairly rapidly; at the same time, literacy was
conducted in the learner’s mother tongue: so “post-literacy™ be-
comes first an extra literacy component in a sccond language (the
official one) before adults can be brought into the “main-stream™ of
schooling.

The non-formal “structured’” post-literacy alternative covers a much
wider range of possible activities: however, its distinguishing feature
is that it consists in some kind of actively organized teaching pro-
gramme specifically for adult new-literates It is only sensible to
suppose that *structured” post-literacy would follow on dircctly
from its forbear, the literacy programme, in aims, methods, ap-
proach, and contents.

Where literacy has been used as a force for political change (in some
kind of campaign form), various options are open. One often used,
of course, is direct entry to the formal (but now “politicized™) school
system. as in Cuba, Vietnam, ctc., where slightly adapted school
curricula were used. Another is to continue a general *politicized”
cducation with a curriculum specially structured for adults, as in
Nicaraguia. Mozambique, etc. A third is to create & more econom-
ically or “Functionally” oriented prograinme, as is being tried in
Ethiopia, in effect using initially-learned reading skills to learn
about directly-applicable “life skills™ like agricultural techniyues,
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child-care, health. etc. In general. the mobihization applied for liter-
acy is “carried over” to maintain attendance in post-literacy. Some
countries have also set up a selective option, i.e. creating special
boarding centres for community-selected adults, offering adult post-
literacy courses in specific political and/or “Functional” skills and/or
in further general education (Ethiopia, Tanzania and Mozambigque
all offer examples).

In the specific Tanzanian case, where the political campaign style
was wedded to a work-oriented literacy content, it was logical to opt
for a similar kind of mass “functional post-literacy” follow-up. In
general, a work-oriented follow-up is clearly indicated as the major
form of follow-up to work- oriented literacy. It shonld be added.
however, that such "Functional™ follow-up strategies represent one
of the most difficult options. The tasks of researc' ing, writing,
printing. and distributing, and of finding and training teachers to
teach, the vast number of different materials needed to be “rele-
vant™ both to each particular situation and to the literacy-content
(and language) taught before, is a daunting and very expensive one.
Dumont (1979) notes as just an initial problem to be faced, that a
successful transition to a large-scale post-literacy programme should
involve tripling national paper consumption within five years. If a
more gencral programme is printed and the teacher is given the task
of making the "relevant™ application to local realities, this implies in
its turn the use of highly qualified and trained teachers.

Both *“formal™ and “structured non-formal™ approaches to provid-
ing post-literacy have to take into account also the attraction such
programmes have for all the other maltiple semi-literates and even
thoroughly-literates in the society, who have often been pushed out
of the (rather irrelevant) school system along the way and see the
new programme as a welcome second chance to move ahead again,
or to learn more useful skills. Especially the “'structured” approach
has to take careful note of the problem of equivalences to the formal
school system. If the programme, though quitc different to the
school curriculum. offers an equivalent certificate allowing second-
ary school access {e.g. to evening classes), wage rises. etc., this may
powerfully motivate literates to join — especially youths “pushed out™
of school. Then an adult-oriented programme may find itself dealing
with a youthful audience impatient for entrance into secondary
school and mostly interested in academic credits. On the other hand,
lack of equivalence may dissuade some new literates from joining,
and anyway it is hardly sensible to leave out the youthful semi-
literates of the society! In the case of Tanzania, furthermore which
deliberately created special “adult™ Levels for adult education
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without equivalence to school grades . 't has been found that many
“adult™ places, at least in the residential post-literacy Folk Devel-
opment Colleges. are still occupied by hopeful youths looking for
some way forward to secondary education.

The third form of post-literacy, the **semi-structured non-formal™,
represents an organized project for putting learning materials into
the hands of adults, without a direct teaching component. It 1s
“semi-structured™ in that it is still a project requiring research,
planning. preparation, distribution, mounting of infrastructures, in-
vestment, and so on. High on the list are efforts to “*create a literate
environment” through making available reading/learning material at
an accessible level for new literates: news-sheets, photostories, wall
newspapers. posters, magazines, newspapers, booklets and books.
rural libraries, reading rooms. and so on. Tanzania has a uscful
experience which has been transferred widely, of organizing volun-
tary “writers’ workshops™ to produce such material. Some efforts
have also been put into reaching people by correspondence and
distance courses, radio and television.

It is fairly clear that this third form of post-literacy is an indispensible
complement to either the “formal” or the “structured™ provision of
follow-up. While it seems in general to be easier to mobilize new
literates for post-literacy than illiterates for literacy, without there
being constant access to interesting/useful (but ever-present) reading
material and writing opportunities, the teaching of post-literacy is
doomed to be a lost cause, a misused resource, and a process aimed
2t people who have inadequate support and motivation for attend-
ance from their immediate environment. However, the mere provi-
sion of “semi-structured” follow-up is not enough to substitute a
teaching programme, nor enough to motivate students fully for one
that is provided. For post-literacy to develop the potential provided
by literacy in any adequate way, the use of social pressures and
mobilization techniques 1s still very necessary.

Among recent post-literacy experiences, those in Ethiopia are in-
teresting in that all three forms of post-literacy are being implement-
ed at the samc time: “formal” (transition from literacy to formal
schooling); “‘structured” (specifically adul? post-literacy classes with
more than seven million learners enrolled. as well as selective cours-
es in boarding centres); and “semi-structured” (in this case, setting
up Reading Rooms with accessible reading material for new litera-
tes). This has not meant, however, that there are no problems in
creating a literacy sustaining environment in rural areas, and drop-
out has been quite common.
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Apart from the state’s background objectives for setting up post-
literacy, which normally represent an extension or logical broad-
cning of the objectives underlying the literacy programme itself,
Bordia (in Carron & Bordia (1985), p.186) has identified four pro-
gramme-internal objectives for post-literacy in general:

“Remediation: ...to remedy the deficiency of primary education and
adult literacy programmes.

Continuation: ...retention. reinforcement and stabilization of literacy
skills, as well as their upgrading. and improvement of functional skills ...
must eontinue to receive central focus.,

Application: ...the application of literacy and functional skills to living
and working situation ... {s0} people begin to participate in the devel-
opment process.

Communitization: ...the process of positive socialization and use of
communication skills for individual and group assertion ... the means by
which an individual acquires a new identity ... [through] group action for
the improvement of the environment, vitalization of community forums
or popular organizations for securing social justice.™

While bearing in mind these objectives, it is important to note that
the last is not likely to be a state objective unless it fits into the
state’s own goals: it can never be said often enough that literacy
teaching and post-literacy work are pointless unless accompanied by
cconomic and social change™ (Dumont 1979, p. 156). One of the
most highlighted post-literacy objectives (Dumont 1979; Clement
1982; Carron & Bordia 19885), is to make it possible for new literates
to participate fully in political, economic. socio-cultural and tech-
nical processes. so as to better control and improve their own lives.
(This is of course an admission that literacy per se doces not achieve
this ...). Some successes in this regard have been reported from
Unesco-supported Functional projects in Mali, where new-literates
have de facto taken over certain new responsibilities, implying grea-
ter self-reliance (Clement 1982). Certainly education can serve to
help the attainment of such goals, even in the face of state opposi-
tion, but it is perhaps stidl idealistic to imagine that post-literacy will
generally be set up with such objectives, or will necessarily go far
towards achieving them, unless they are a part of already occurring
social and economic change.

1tis also necessary not to regard post-literacy as the “real™ chance to
teach everything possible. As in a literacy programmc, the “over-
stacking™ of post-literacy curricula is just as hable to produce confu-
sion, a sense of defeat, and an inadequate coverage of everything in
them, preventing the reaching of any of the objectives proposed.
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In strategic terms, given the importance of post-literacy in mobili-
zing for literacy and in validating literacy efforts in general, it has
been suggested (Laubach 1947, Dumont 1979, Carron-Bordia 1985)
that a sensible way of tackling the whole problem of literacy and
post-literacy is to introduce both structured and semi-structured
post-literacy opportunities before even starting the literacy project
itself. While this is not useful in the case where a *“‘one-off™" literacy
campaign is to be held (though of course preparation must be done
beforchand cven in this case), in all the other cases it seems a good
idea, though no examples spring to mind! Certainly, the operation
of the school system in most developing countries has already cre-
ated a substantial clientele of fairly-literate and semi-literate people
to make immediate use of such facilities.
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11. Women'’s Experiences of
Literacy Participation

The literacy data presented in Chapter 2 are only a few among many
statistics which highlight the de facre discrimination against women
in the field of education. In Africa and Asia the illiteracy rate among
the female rural population is much higher than the overall country
rates. In Latin America, which is more urbanized. poor urban
women often constitute the single largest group of illiterates in a
country, ¢.g. in Brazil and Argentina.

Even if girls in many Third World countries currently make up
between 40 and 50 percent of the total enrolments at pnimary level,
more girls than boys drop out before completing third grade. This is
one of several reasons for believing that female illiteracy in partic-
ular is likely to be substantially underestimated.

Given this serious situation, suprisingly littie has been reported or
studied on adult literacy for women. It is an utterly underrescarched
area, which needs much more attention,

As pointed out in Chapter 8.2, women often constitute the majority
of literacy learners. However, a process of social change. including
community involvement and mobilization in favour of women's liter-
acy, is needed to sustain female participation and overcome male
resistance, A common problem is that literacy programmes. often
integrated with other practical activities, seldom adapt to the real
learning conditions of women. Not enough time and attention is
given to the literacy component, and special provisions for facilitat-
ing women's full partication are seldom provided. Thus irregular
attendance. high dropout rates and weak results are common every-
where. The successful examples which do exist demonstrate the
importance of the process of participation and awareness-raising,
and of creative organizational and mobilizational approaches. They
also show that literacy is a potential empowering tool for women.
Literacy in itself does not, however, present a way out of the existing
submission of women, due to hindrances of poverty. religious and
cultural traditions and the political milicu, which impose a strict
enforcement of the economic and social subjugation of women.

- 112~

114



Forms of patriarchial and economic oppression and subordination of
illiterate women arc neatly everywhere to be found, differing in
accordance with the history and culture of each region and country.
The education system introduced by the colonial powers was in
different ways based on discrimination by gender, class and race.
The traditional sexual divison of roles in the family, as well as in the
saciety, excluded most girls from learning literacy through school.
When girls did enrol in schools the aim of education was mainly to
reinforce their subordination. Interviews with Mozambican women
wor ers in a factory in Maputo, made in the context of a study on
literacy conducted in 1985 and 1986 illustrate this clearly (Marshall
1984, p. 264):

*1 didn’t study as a child. My father wouldn't let me, I don’t know why -
in the colonial days, schooling wasa't for women. “Go to school to do
what?" That's how it was seen.” (Albertina Carlos, 42 years old).

"The girls who were sent to school were made to collect firewood and
cultivate the ficlds. Only the boys were allowed to study. This was in
Santa Maria Mission.” (Alcinda Macuacua, 38 years old).

Even if the open discrimination practiced during colonial days is less
common today, patriarchical ideologies and social systems that dis-
criminate against women have persisted. This, in combination with
the lack of provision for girls’ and women’s full participation in
public education, has meant continued gender inequality. In fact,
education systems of today reproduce not only the social class power
structure, but also the existing gender differences. Nonetheless,
girls’ equal access to formal schooling is a right that must be pur-
sued.

11.1 Constraints Preventing Women from
Full Participation and Literacy
Acquisition

In spite of the many reasons for women to participate in literacy

classes, the multiple traditional and new roles of women prevent
them from regular attendance and efficient learning.

The most immediate practical constraint is the lack of time. Female
learners are overburdened with domestic tasks, i.e. not only child-
rearing, but also cooking and cleaning, fetching of water and fire-
wood, farming and cultivating and undertaking other subsistence
and income-bringing activities. Just the fact of giving birth frequent-
ly. often every two years, leaves little time and energy for additional
projects like literacy. For literacy class attendance and learning this
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means frequent interruptions. Even when mothers attend classes
they often bring their smallest chiidren. Concentration on learning is
obviously weakened when babies and toddlers are to be looked after
during the lessons. These constraints are manifestations of the sex-
ual division of labour and the reproductive role of women that
impose upon them subordination and heavy domestic duties. Many
other such manifestations, for example, self-denial, lack of self-
confidence, and relative isolation from more literate environments
are additional factors working against full participation or success in
literacy classes.

An effect of women’s relative isolation and deprivation as compared
to men, is that they have had very little exposure to other languages
than their mother tongue. This problem is especially salient when
literacy is taught in a second language, as is often the case in African
countries {(e.g. Lind 1988).

Women are, moreover, directly discouraged by the attitudes of men,
often including the male teacher, to their capacities in the classroom.
Husbands and guardians at times even completely forbid women to
take part in literacy classes (Riria 1983). Men are afraid that if
women learn more than they themselves, it may expose their own
ignorance and, above all, it may challenge their power position
within the family. Such challenges to men can lead to violent reac-
tions against women. Fear of husband’s or other male family mem-
bers’ violent reactions against their independent activities often pre-
vents women from participating in literacy (Stromquist 1989).

Even where femalc learners in favourable contexts have managed to
acquire elementary literacy skills, the sustaining of literacy is often
even more difficult for them than for men. Available reading materi-
al is often not designed for women’s interests and needs. Women
often have less access to reading material and less time to read it.
For example, a study on effects of literacy in Kenya (Carron et al
1989) found that women tend to use their newly acquired literacy
skills less frequently than men. The difference was particularly
strong in the case of newspaper reading. This was partly related 1o
women's generally lower degree of mastering Kiswahili, the lan-
guage of newpapers, and presumably to their relative isolation from
urbanized “literate” parts of the Kenyan society as compared to
men. On the other hand, it was found that, in the case of calculation,
the differences between the sexes were less pronounced, probably as
a consequence of the involvement of all segments of the Kenyan
socicty in the market economy.
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The support and mobilization which took some female learners
through literacy tends to dwindle when it comes to post-literacy,
even where such a programme is provided. Through the multiple
duties and constraints to which they are subject, women tend to be
pushed out at a gradually increasing rate along the path through
literacy and post-literacy. This is often worsened by too demanding
and heavy curriculum designs (cf Lind 1988).

It is very seldom that special provisions and programmes geared
towards meceting women's immediate practical needs are organized,
for example child-care assistance during class time, or opportunities
for receiving intensive instruction. In some cases. e.g. in Burkina
Faso (Unesco/BREDA 1988) and Mozambique (Lind 1988), women
have been offered literacy courses in boarding centres, away from
competing demands and duties. Nonetheless, other problems have
intervened in this context, such as poorly qualified tutors, shortages
of food, uncomfortable living conditions, and insufficient pro-
gramme time for functional literacy skills to be Jearnt.

11.2 “Integrated’’ Literacy Approaches
Reinforcing Women's Reproductive
and Subordinated Role

In many state-run, as well as NGO-sponsored, programmes the
response to the difficultics involved in running cfficient literacy
courses for women in particular, is to integrate literacy classes into
other meaningful activities. The idea is in principle justified. The
need, hence the motivation, for literacy and numeracy skills is
created or reinforced through programmes related to health care,
family planning, nutrition, income-generation, etc. In this context
literacy and numeracy should become necessary tools for learning
more, controlling money and participating in community activities.
However, this approach often implies that literacy instruction be-
comes neglected, since the participating women are expected to be
involved in so many other activitics at the same time. It is upsetting
1o observe that wemen organized in many integrated projects nei-
ther manage to generate income nor to learn literacy skills (Lind et
al 19K6),

The content of integrated non-formal education programmes in

which principally women are involved has mainly addressed the

reproductive role of women. The productive role of women has been

given less attention. Technical skill training in agriculture as part of

non-formal education activities continues to benefit men more than
~ 115 -

117



women. The problem is how productive programmes with sufficient
financial resources are to be developed for women, when their
traditional reproductive role remains unchanged. Such programmes
can instead add to the already excessive workload of women and
subject them to a triple burden (Lind et al 1986 Stromquist 1987;
Longwe 1988).

The promotion of literacy linked to income-generating projects,
among women in particular, is very common today. However, most
such projects do not generate income, due to underfunding and
underqualified staff. The members (mainly female) of the groups
initiating projects arc not trained in marketing and management
skills; they also often lack the technical expertise to produce the
intended products; they do not (or do not know how to) fulfill the
conditions for credit and receive hardly any management support for
planning, implementing and developing the projects. An important
disadvantage for many groups of this kind is preciscly that most
members are illiterate or semi-literate.

Priorities have 1o be defined according to each context. The result of
not clearly defining priority objectives, short term as well as long
term, is the dilution of learning effects. The results of the Indian
experiment in Non-formal Education for Rural Women (referred to
in Chapter 9.6) is instructive in this regard. The group which com-
bined literacy classes and practical mother/child care instruction
learnt less literacy and less health care skills than the groups which
concentrated on either literacy or health care did.

11.3 Community Support and Political
Mobilization for Literacy and
Women's Emanicipation

In national mass campaigns, as wel! 25 more locally organized litera-
cy programmes. the degrec of feraale learners’ participation in par-
ticular, has depended on community attitudes. While a superior and
patronizing attitude among literacy organizers and teachers dis-
courages interest, a democratic, open and involved attitude, treating
the fcarners as equal adults, and creating an atmosphere of confi-
dence, ts found to have a positive influence on attendance and
results. This is perhaps why local female teachers (not from the
urban middle classes) for separate female learning groups often
encourage learning and participation among illiterate women.
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In many cases the active involvement of local leaders in favour of
literacy activities has been crucial for the achievement of high levels
of participation and learning. For example, in 1971, in Tanzania, the
local leaders on the island of Mafia insisted that men asd women
were to participate. Separate classes for men and women were
organized. In spite of feudal muslim traditions of oppression, the
great majority of illiterate women and men enrolled and completed
the programme successfully. Mobilizing visits by national leaders
were followed up by the appointment of an Area Commisioner, who
was a committed adult educator himself.

Why this was so important was explained by a female leamner, who
was asked what her husband thought about her participation in
literacy classes:

“Yes, he grumbles a bit like men do. Some men are very wornied, and
they don't let their wives attend ciasses. But it is too late, 1 think. When
the Area Commissioner held a meeting here both men and women were
asked to come. We didn’t dare to, in the beginning. But the cell leader
had brought his wife, and she came back to fetch us. The Area Commis-
sioner had complained that so few women were present and said that he
waould not start the meeting until everyone bad met up. These classes
have meant a lot to us.” (translated from Rydstrom, 1973, p. 59)

When commitment is manifested in the combined efforts of both
national and local leaders with authority, as in this case, the effect is
very powerful.

Inttiatives by certain NGOs, such as the Bangladesh Rural Ad-
vancement Committee (BRAC) and the Self-Employed Women's
Association in India, have also been successful in organizing literacy
projects for women. These cases show that literacy becomes mea-
ningful when it has been linked to making women aware of their
oppression. and at the same time to organizing and training them for
effective self-reliance activities. Other crucial factors were commit-
ment and sensitivity to needs; the organization of credit arrange-
ments; and the organizational and mobilizational skills gained
through active participation in the process (Fordham 1985; Strom-
quist 1987).

11.4 Potential Liberating Effects of
Literacy for Women

A number of observations further indicate that women's participa-
tion in literacy frequently gives rise to new situations conducive to
struggles around women's liberation. Women integrate into a new

- 117 -

L1198



reference and support group. In the literacy class situation. the
woman is in fact not available to perform certain domestic tasks at
literacy class time, which necessarily rebound to the responsibility of
other family members, sometimes male. She becomes able to man-
age new skills, which give her a new potential role in the family. The
mastering of new skills may also give her greater opportunity for
paid employment, leading to relative economic liberation. Where
new skills cnable her to produce an increased surplus from her
agricultural labour, however, this may not lead to any change in her
economic status, if her husband controls its use or distribution. This
may lead to tensions in the family (Johnston 1984).

Preliminary findings from a questionnaire sent out in Scptember
1988, by World YWCA (Young Women's Christian Association) to
all of its member associations confirm such liberating effects of
hteracy. The responses show that:

“Women who received literacy training are more respected in the commu-
nity and at home. They have better skills in their scarch for jobs and can
therefore carn higher salanies. They realize that some jobs which are
traditionally considered to be for men only are for them too. They have
hetfer capucity to run small businesses and keep records ontheirown. They
are strengthened in leadenhip rofes in women's groups. Their political
awareness, participation, and organizational skills are enhanced. They
gain better undenstanding of their rights. And they are in @ much hetter
pasition to help their children with their schoolwork.™ (WYWCA 1989),

11.5 Conclusions for Future Action

The soual and political context determines when and how literacy
programmes are relevant for women. Hliterate women would like to
become literate, but relatively few manage to satisfy this wish, The
constraints are often overwhelming, such as time-consuming duties,
shortcomings in the design of the literacy programmes offered, and
men’s resistance. 1t is important not to overload the curriculum or to
expect women to be involved in a vanety of different programme
activities at the same time.

Mass literacy campaigns, genuine political priority and community
suppuort for literacy have been most successful in mobilizing women
to participate and complete literacy programmes. Men have in these
campaigns been pressurized 1o accept women's participation in liter-
acy and in other social. economic and political activitics. In response
to women’s fong-term needs, awareness-raising on women's rights is
important to promote within the framework of literacy programmes,
and indeed. this contributes to such programmes achieving success.
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There are no simple solutions without profound changes in the
sexual division of roles and labour. The problem is not only to
mobilize women. Men's attitudes and behaviour, in particular, must
be addressed in order to overcome fundamental constraints prevent-
ing women from full participation in literacy activities.

The nced to focus future literacy activities and studies on women's
particular needs and constraints is obvious. Strong promotion of
action research combined with training of researchers, trainers and
instructors is recommended, as well as systematic reviews of avail-
able reports and research on female leamers® specific situation.
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12. Conclusions and Reflections
on Existing Experience

12.1 Factors in Adult Literacy Success

In this chapter we will try to synthesize the most important factors
necessary for achieving positive results in adult literacy programmes,
Maost of these factors refer to the level of policy and socio—economic
conditions, and not specific technical designs of a programme. This
arises from a consideration of under what circumstances the poor
and underprivileged illiterate population might or might not respond
to the pressures for, or feel the need of literacy. If there are no
concomitant perspectives of improved political, social or economic
conditions for the population. even with literacy skills. why should
the illiterates then use their time for literacy classes?

The Declaration of Persepolis stated:

“Suceesses were achieved when hteracy was hinked to man's fundamental
requirements, ranging from his immediate vital needs to effective partici-
pation in social change.™ (Bataille, 1976, p. 273).

We have argued throughout this book that this factor underlies
success in achieving and maintaining literacy, whatever type of pro-
gramme or activity is involved. However, numerous other factors
influence the relative success of a literacy activity, depending on its
objectives, scavle and form of implementation, and who organizes
it. The following matrix shows one way of classifying the different
combinations of activity and the respective actors:

PRIMARY OBIECTIVES: Political General Eeonomie
STRATEGY: | T
One-off campaign State -

('umpaign LS $TQN ) Staste T - (Sl%ﬂ&')"—m T
Large pmgrumm;” - o State w‘mf;{( 1() .M—S!utc T
Smull programme NGO NGO/ State State/Entetprise

* Only the partial exception of Tunzanis.
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As summarized in the above matrix, there have cssentially been
three accelerated strategies which have moved towards the eventual
cradication, or significant reduction, of illiteracy at the national
level: the one—off campaign of short duration; the rather longer
campaign series; and the large—scale programme, of fairly unde-
fined, but longer, duration. From the specific point of view of
large-scale literacy results, the following factors have been identified
for relative success:

a) Today, it is virtually axiomatic that the state has to be the prime
mover in promoting and organizing such literacy activitics. In the
past, when the church constituted a strong moral and temporal
parastatal authority, it was able to mobilize similar results. In
some countries, it is now probable that Islam would be able to
dynamize adult literacy on the same terms, as it has to a consid-
crable degree done in Koranic schools for children.

b) On the basis of this "axiom™, numerous writers have recently put
the emphasis on national commitment or pelitical will (Bataille
1976; ICAE 1979; Noor 1982; Bhola 1982, 1983; Fordham 19RS;
Carron and Bordia 1985; Torres 1985). This factor does not refer
to mere policy declarations on combatting illiteracy. but mainly
to the integration of literacy activities into active socio-economic
change (as part of a general programme for political change, or of
the national development plan), and obviously also to the alloca-
tion of sufficient energy and human and financial resources to the
literacy endeavour.

“The success or the failure of & literacy activity does not ultimately
derive from economic or technical issues, but rather from the existence
o1 not of a firm political will with capacity to organize and mobilize the
people around a literacy project.” (Torres 1985, p. W)

It is necessary that the various actors within a society come together to
develop a national consensus for the eradication of literacy and that they
forge this... into the nation's political will.” (Bhola, 1982, p. 240).

“Group pressure reinforced by community encouragement induces Jear-
ners te suceeed.” {(Noor, 19X, p. 180),

It derives from this that the state itself must both thoroughly assume
the project and have the power and legitimacy to mobilize and
maintain the illiterates’ involvement in it. This is not 1o say that
NGOs and mass organizations do not have a very significant poten-
tial role to play: but in the absence of supportive state engagement.
their role will be severely limited.
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c) As part of the above “national commitment™, many writers have
identified the following factors:

—~ Popular mobilization and participation, social equality and
equal rights (Bataille 1976, ICAE 1979; Bhola 1982; Torres
1985). This factor refers to the general policy of a government
and to the specific literacy policy adopted. Strong initial indi-
vidual motivation for literacy is not enough to maintain regular
attendance and achievement. Continuous activities aiming at
mobilization of the participants are required. The most essen-
tial is to create an atmosphere of literacy being a true priority.

“If literacy programmes are imposed on people and are not related to
total development and/or local conditions, they have little chance of
improving people’s lives; they should encourage the skills of participa-
tion and self-management ...”" (ICAE, 1979, p. 12).

*Popular literacy must not be seen as a welfare service or as a conces-
sion. [t must instead be viewed as a people’s right and consequently as an
obligation by the progressive sectors and the revolutionary movement.”
(Torres 1985, p. 100).

— A broad conception of literacy - including its economic, social,
political and cultural dimensions (Bataille 1976; Unesco 1980;
Noor 1982; Bhola 1982). Experiences show that it is difficult to
achieve economic objectives directly through literacy activ-
ittes; the link exists, but without other economic and political
changes literacy does not in itself create development, nor
does it mobilize adults for literacy.

**... the content of learning materials should be culturally oriented and...
relevant to adult perceptions... topics designed to be too specific to
functional work necds may alienate...” {Noor 1982, p. 19).

d) Other more organizational and structural factors, that determine
the managenial implementation of the policy-oriented factors,
have been found to be crucial for the success or failure of literacy,
such as:

— Mobilization of available resources of the state, socio-political
organizations and the people (ICAE 1979; Saraf 1980); Unesco
1980; Bhola 1982). This implies the involvement, not only of
educational services for literacy but also of a broad range of
support from other sectors of the society, including volunteers,
mass media, NGOs, health and agriculture services, etc.

- Central coordination of various ministries, institutions, trade
unions, organizations, etc. (ICAEF 1979; Bhola 1983). This
coordination is nceded in order to ensure a multi-sectorial
involvement and joint actions in favour of hiteracy and post-
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literacy. A single central coordinating body is needed but local
responsibility and flexibility must also be ensured. The organi-
zation must correspond to the literacy objectives and have the
capacity to sustain a high level of mobilization.

- Post-literacy and other follow-up opportunities (Laubach 1947,
Bataille 1976; ICAE 1979; Unesco 1980; Bhola 1982; Ford-
ham 1985; Carron and Bordia 1985; Ryan 1985). Without
follow-up, either through continuing non-formal education or
through links to formal education, retention of literacy is not
possibie. Other opportunities for applying recently acquired
literacy skills must also be created in order to avoid relapse
into illiteracy. As Fordham (ed. 1985) concludes:

“... literacy must be integrated with vocational training and/or general
education and/or political action and/or productive sclf-reliance work
projects.” (p. 23).

Ryan (1985) comments:

“The solution to the problem of post-literacy is the development of a
literate and literacy-sustaining society. This is not a narrow technical
task; it involves a profound cultural change in the information needs
people have and the manner in which they seek to satisfy them.™ (p.
3108).

An important finding is that it is essential to plan and introduce
organized post-literacy before or at least at the same time as the
actual literacy activities. This then becomes a sirong motivational
and mobilizing factor for literacy as well as a literacy-sustaining
factor.

Access to formal education for literacy and post-literacy graduates is
important as one of many ways of providing follow-up. This has,
however. implications for the choice of the language of instruction in
literacy and post-literacy. Transfer from a local to the official lan-
guage is often required in multilingual countries.

¢) In alliance with these factors, an evident paraliel step needs to be
taken on state initiative:

~ A dual strategy, combining the universalization of primary
education (UPE) and adult literacy outside of school (1CAE
1979; Fordham 1985. Carron and Bordia 1985, Ryan 1985).
This strategy has been fully adopted by Unesco in its current
Medium-Term Plan 1984-1989, which stresses that both the
extension and renovation of primary education and renewed
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efforts for out-of-school literacy work have to be ardently
pursued if illiteracy in developing societies is to be eradicated.

®« % %

We have noted that both the campaign series and the large-scale
programme approaches have some difficulties in living up to these
factors, the latter rather more than the former. The programme in
itself is usually structured within an evolutionary perspective of
social change and thus it is hard to mobilize for it and even harder to
maintain the nccessary motivation and mobilization over a long
time. This represents the danger of large-scale investments with
little return. The campaign series usually takes place in a situation
where pace of social change is in itself mobilizing, but again, over
time both state and individual interest and motivation can drop off.
This strategy requires well-trained full-time staff at the base and
much dedication, due to the long duration that the consecutive
stages imply. This also means that the volunteer teachers neced
permanent support and moral and material incentivation. Most im-
portant of all is the creation of organs with political authority to
keep things under way. The careful selection of targets and success
in reaching them also help to keep up awareness and enthusiasm
about progress and achievement.

Since the possibilities for implementing one-off campaigns for the
eradication of illiteracy are limited to very special conditions that
very seldom exist (sce Ch. 9.5.2), the series approach represents an
alternative campaign strategy in a situation of scarce resources,
notably of qualified people.

In the many cases where the overall conditions in a country or a
region are not conducive to the launching of campaigns, it is hardly
recommendable or sensible simply to lay down all activity and give
up. Amongst all the findings discussed above, examples are shown
of rcasonably successful “*cooler” programmes. and many of the
prescriptions for successful work are equally applicable to such
programmes. As Bhola (International Review of Education, 1984)
demands:

“1f ... politics do not permit a mass-scale national literacy campaign or
programme. what should the policy-makers do? They should do the
second-best possible ... * (p.26]).

From our perspective, we sce it as being important in almost all
cases, and especially “second-best” ones, that the activities pre-
pared be preceded by small pilot projects which do some kind of
organizational and pedagogical feasibility testing. As T. Coles suc-
cintly put it in his comments on a draft of this book:
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**... the approach has to be tailored to the particular political, social and
cuitural conditions prevailing in each couniry. It will only work where
this is done.”

f) Other key issues

Our conclusions above focus mainly on non-technical factors be-
cause of our conviction that literacy is rather a political than a
technical issue. Nevertheless, technical “inputs” such as methodol-
ogy, content, material, or financing, are not negligible factors in the
success of literacy efforts. Our own experience in the field has
pointed up the shortcomings caused by deficiencies in these aspects.
We know that it is crucial that there are enough primers and manuals
and that they are distributed to the right place in time; that the
methods of teacher training have to be adequate; that the financing
of teacher training, teaching material. transport and so on. must he
sufficient to cover the needs; that furds can be raised by local efforts
but that usually this does not provide enough for complete coverage
of costs. However, it is not the superabundance of such resources
and the perfect elaboration of methods and primers that by them-
selves determine good results in quality or in quantity.

Nonetheless, in the context of a favourable situation of high motiva-
tion and good mobilization, there are still a number of important
issues to be taken carefully into consideration for t:2 success of the
literacy endeavour, among them:

The time factor

Compared with primary school, adult literacy classes take place
under difficult conditions. The adult learners are usually not obliged
to attend classes and can abandon them whenever they choose.
Further, adult students have duties and obligations which often
conflict with regular attendance. The scheduled number of hours for
adult literacy instruction has usually to be low in relation to the
equivalent primary school schedule for learning literacy and numer-
acy (Gray. 1969; Ryan, 1980). Irregular attendance reduces the
already limited time available for learning literacy and interfercs
with the logical progression of the curriculum. This results in a
paradox:

*Many adults require more time 1o achieve literacy than classes provide,
On the other hand. increasing the duration of courses by dividing them
into stages has usually had the effect of increasing dropout.” (Ryan 1980,
p.63)
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This issue has to be taken carefully into account in preparing the
curriculum and deciding on the language of instruction. Once again,
mativation is the key. The Ethiopian approach of “two-stage” class-
es (see Ch. 9.5.3) offers an interesting model. In the Mozambican
case (Lind 1988) the objectives were set too high, the stages were
made too long, and many learners ended up repeating the stages
they did not pass, so finishing and gaining a certificate receded into
the far distance. We believe it is most effective for the learners to
confront a reasonably short time sacrifice and be tested at a low skill
level with success, as this motivates them to commit themselves to
further learning and continue into a follow-up learning stage.

Choice of language

It is obvious that the existence of a widely shared language has been
a favourable factor in most countries that have carried out successful
literacy campaigns/programmes, but it is not a sufficient condition,
nor is its absence fatal. Ethiopia has shown that mass literacy is
possible in many languages in a highly multilingual country.

The choice of language for literacy tcaching derives partly from
national language policy and from the objectives of the process.
Nonetheless, literacy conducted in a second language is difficult and
time-consuming, and can lead to demobilization if there is no strong
motivation among the participants to learn this language. It is obvi-
ous that the more distant this language is from the mother tongue
and the less common it is in the vicinity, the more difficult it will be
to teach and learn in it. The conclusions of a study made in Ethiopia
before the revolution are also interesting in this respect:

“Test results indicate that learning to read in 8 foreign language is not the
decisive handicap which might have been expected.” (Sjostrom & 5j0-
strom 1982, p. 153).

Gitven that the mother tongue (or a language the learner is fluent in)
is best @ priori for learning (Gorman 1977; Ryan 1980), it is still not
worthwhile to teach literacy in this language if therc is no wntten
material in it, or if there is no organized programme for providing
such material or for teaching the transition from this language to
another language widely used for reading and writing.

It is certainly more expensive on the short term to prepare materials
and tcachers in many different languages. However, a highly in-
efficient programme ends up in costing (in many different senses)
altogether too much in the long term. Again, the crucial factor
which needs to be investigated in formulating the language policy for
litcracy s what language people are motivated to learn in. For
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economic, cultural, or language status reasons, some people might
display resistance to learning literacy in their home language, or in
other circumstances, to leaming in another language (Baucom 197§;
Lind 1988). A particular choice of language policy may be correct
under the circumstances that reign at one time, but need to be
changed as the situation changes.

Mobilization and support at focal level

A favourable attitude and active support on the part of local figures
of authority, such as district administrators, chiefs, literacy and
education officers, enterprise managers etc., have been shown to
excrcise a powerful mobilizing influence, to the extent that their
absence can harm even a high-intensity campaign accompanied by
general mobilization, while their presence can compensate for the
rather “cool” atmosphere surrounding a low-priority programme.

“In Botswana it was noticeable that where a district non-formal educa-
tion officer was truly committed to the programme, classes were well
attended and there was sustained enthusiasm. Where the dedivation was
lacking, the programme suffered.” (T. Coles, comments on draft).

From our experience, it is important that the local community
assume, and really be given, as much responsibility as possible for
mobilizing teachers and learners, providing places to study, orga-
nizing the timetable and the raising of funds, etc., i.c. that the
community really has executive authority in relation to the literacy
programme.

Mobilizing and training of teachers

Without an atmosphere of priority or a campaign, it is difficult to
maintain the mobilization of non-paid voluntary literacy teachers.
Not even the paying of an allowance guarantees constant participa-
tion, unless it is an “‘acceptably” high amount. Once allowances
have been paid, it is extremely difficult to return to a non-paid
volunteer scheme.

If it is decided to pay the literacy teachers effectively, then it is
worthwhile investing in the costs of a longer and more solid initial
traimng. Otherwise it is better to choose a short and mobilizing
training. In both cases, but especially the latter, it is necessary to
mount a network of pedagogical and organizational support services
and in-service training.

Contents and methods of literacy training

Several studies show that “the need felt by a learner for literacy is
more important than the curriculum’s content™ (Noor 1982, p. 179).
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As long as the content is not infantile or completely unlinked to
known reality, it seems that the focus of the theme(s) does not
determine the results. Contents that concentrate on teaching literacy
but which cover multiple aspects of interest for the adult learners are
preferable to contents on solely production techniques or solely
political-ideological questions. A problem common to many literacy
programmes is a too heavy curriculum, both as regards its wide
range of topics and themes and as regards its technical complexity -
which in too many cascs have often gone far beyond what it is
possible to achieve in one literacy course for beginners.

The planned teaching method may vary considerably. it seems. as
long as the adult learners are treated with respect and patience.
without an infantile and patronizing approach. It seems important
that the chosen method be within the reach of the teachers, other-
wise they will relapse even more easily into the methods they re-
member from their own primary school experience. Several studies
have concluded that the teachers’ attitudes to their work, and their
rapport with their community, are more important than their formal
qualifications or pedagogical training {Unesco/UNDP 1979, Sjo-
strom & Sjostrom 1982).

Costs and resources

Literacy activities require allocation of sufficient resources whose
amount must be calculated not only on the basis of the literacy
programme as such, but also in terms of providing follow-up and
accessible reading material for new literates in sufficient quantity. It
is therefore important not to consider adult literacy as a cheap and
casy road to development.

On the above grounds, it is easy to see that the reduction of the
“inefficiency™ of the activitics needs careful attention, especially as
regards:

- teacher drop-out
- poor attendance and high drop-out among the learners
— the setting of too high expectations in the literacy objectives.,
resulting in high failure rates and subsequent demobilization
-~ large-reale relapse into illiteracy and the non-use of learning in
practice.
All this is puossible to avoid 1o a certain extent in a situation of
general mohilization of the society for literacy, or at least of concen-

trated mobilization of the teachers and 'earners involved (although
almost all longer-term literacy activities suffer these problems to
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some degree); also important is a carcful (even pessimistic) elab-
oration of the curriculum adapted to a realistic learning pace.

Literacy must be simple, rewarding, and necessary.
The role of national NGOs

The strengih of NGOs is their community identification and base. In
the case of the existence of government programmes. NGOs can
perform a useful supplementary and complementary function, by
mobilizing their own constituency to participate as teachers and
learners, by reaching more marginal groups, and by performing a
refining role in suiting the overall programme to the local conditions
and needs. In all cases where collaboration is intended, it is impor-
tant to define the precise areas and levels of responsibility, to avoid
waste, duplication of efforts and resources, and unnccessary burcau-
cratic conflict and intervention, Idcal collaboration would make full
use of the respective strengths and capacities of all parts.

The NGO obviously assumes a completely different role where no
state programme exists, or where the NGO launches literacy activ-
ities which are deliberately alternative or opposed to the state and/or
its educational programmes. In such cases, the level of success
depends on the NGO's real rooting in its community and its ability
to avoid repression, while it will have to undertake itself all the
various stages of organization, mobilization, development of curric-
ula and materials (where used), training and teaching. Obviously. in
almost all such cases, the NGO impact will be numerically limited.

While the NGO will certainly need funds to carry out its activitics,
its strength is its responsiveness and flexibility within local condi-
tions, which may ill accord with the interests and rules of donor
agencies which may seek to become involved.

12.2 Research Needs

As mentioned in Chapter 3, research into adult literacy is recent, not
very frequent, and often not very coordinated. Research needs arc
therefore 1o be found in most areas, often requiring a multi-dis-
ciplinary approach. Bernard {1984, p.10) points out:

“There is need for rescirch to be used more creatively, more often, and
with more previse focus. Research activities can cover all aspects of the
Bteracy problem, but none will work effectively if used for too diffuse a
purpose or if the duta produced are inappropriate for answering the
question asked.”
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Different research approaches each have different potentials that are
needed for different purposes. Surveys, tracer studies, implementa-
tion analysis, and qualitative as well as quantitative evaluation stud-
ies are all relevant if the framework and design are adapted in a
sensitive way to reality. Participatory and action-oriented rescarch
seem to be particularly suitable for studying adult lite racy, given the
role of organization and mobilization in success. It is essential that
future literacy research consider the need for data to be disaggregat-
cd to reflect gender differences, as problems and solutions in literacy
are not the same for men and for women. Up to now, with the
exception of projects specifically focused on women, there has been
a tendency to ignore the difference.

Pilot projects carefully followed all the way through offer important
possibilities to combine research with adaptation and innovation.

We also consider it most important to focus on tensions and contra-
dictions that arise in relation to literacy activities, in the form of
conflicting aims, objectives, and motives, between the promoters,
financers, policy-makers, teachers and participants. The political
nature of literacy needs to be taken into account in rescarch, and the
struggles around the process must be considered in order to provide
a proper understanding of the problems and successes and their
implications.

Finally, it is essential that research on literacy originate and be
rooted among those directly concerned in the countries of the Third
World. On the one hand, this means that it is important to strength-
en research capacities in the developing countrics themselves, and
on the other, that it is important to facilitate the compilation and
dissemination of existing - mostly unpublished - studies that have
been done by third world researchers. Since the International in-
stitute for Adult Literacy Methods in Iran ceased to function, and as
Unesco's resources are being reduced and withdrawn, the need for
new “‘reseach clearing houses™ for adult literacy has become urgent.

An extensive inventory of research needs is covered in ICAE (1979,
pp. 115-118). so here we will limit ourselves to what we consider to
be a few crucial areas whose research is essential to improving
literacy work in the Third World:

The impact and use of literacy

How do new literates — women and men - use their newly-acquired
skills in rural areas?

a) if reading and writing material is made available;
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b) if it is not specifically made available?

What changes or actions promote a higher retention and use of
literacy? (Such as the introduction of basic services, rural libraries,

cooperatives ...).

What is the impact of literacy, beyond the simple acquisition of
literacy and numeracy skills, on the learners, women and men. their
families and their community?

What factors determine retention and use of literacy? What is the
difference between those who relapse into illiteracy and those who
sustain it, in similar settings?

Language

Does high student motivation for learning literacy in a second (offi-
cial) language justify teaching directly in this language. rather than
starting in the mother tongue and transiting later?

When is it best to start the transition from mother-tongue to second-
language literacy? How long does it take to complete the transition
sufficiently? What facilitating factors can be provided in the envi-
ronment? What methods are best?

What is the situation of retention of literacy in a sccond language?
Mobilizing and training of voluntary teachers

What kind of low-cost or non-material incentives are most effective
in maintaining motivation among volunteer teachers?

What forms and contents of in-scrvice training are most necded and
most effective?

What factors could incentivale more women to volunteer as teach-
ers? Women instructors/separate training classespre-school or
child-care services a* training courses/other?

The methodology of training volunteer literacy teachers in short
courses supplemented by in-service training also needs to be devel-
oped through practice and research.

Curricula, contents, methods

What are the different necessary stages of literacy, their distribution
in time and content (reading/writing cxercise level, combination of
literacy/numeracy, introduction of other practical/Functional/ideo-
logical themes)? This question relates to the fundamental research
issue of how adults learn to read and write, which needs more
attention!
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What positive links can be made to traditional culture and religion in
the contents to motivate leamers and root leaming in familiar
themes?

Although the methodology of literacy teaching has been researched
to some extent, it still needs more attention, especially as regards the
conditions of heterogenous ciasses.

Drop-out

What experiences do the illiterates and ncw literates have of literacy
classes? To what extent do the teaching methods and contents en-
courage or discourage learners from continuing the classes?

"Lack of time™ is a common reason given for irregular attendance,
dropout, or failure to enrol. What good organizational strategies
have surpassed the real lack of time? Are there deeper reasons for
dropout, such as psychological barriers among rural men or women?

Quality versus quantity

Is there really a tension between quality and quantity in literacy
work? Do smaller-scale projects actually manage to concentrate
resources and mobilize participants in such a way that they achieve
qualitatively much better results than mass campaigns or large pro-
grammes?

Post-literacy

Research in the form of pilot projects on whether the prior in-
troduction of access to post-literacy classes and to other post-literacy
resources actually serves 10 mobilize illiterates for a forthcoming
literacy programme, would be extremely interesting for future litera-
cy strategies.

Similar pilot experiences could test which kind of follow-up (in a
situation of choice) new-literates and primary school dropouts in fact
prefer, which produces greater retention of literacy skills, and which
serves hest the various *macro- objectives”™ which are/have been
proposed for post-literacy.

Sponsorship and organization of literacy

What is a suitable combination of centralized and decentralized
policy-making, organization and control? What is the role of the
central government in relation to NGO activities in different con-
texts?
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What dangers and benefits are represented by external aid to a
literacy project, in terms of motivation, objectives, dependency,
sustaintability or integration with other policies or programmes?

Should literacy programmes be separate, or integrated as a process
component of content-based programmes?

Obviously, the priority among research topics depends on in what
context and for what purpose the research is to be done. The
complexity of the field and of each context implies that general-
izations are not always possible or desirable. The practical implica-
tions of research may also vary for the same reasons. We cannot
expect to arrive at a global adult literacy cookbook! Research serves
best as an integrated component of the planning, implementation,
and critical evaluation of adult literacy activities. Nevertheless. it iy
extremely important to create conditions for the exchange of experi-
ences and research resuits among literacy practitioners and research-
ers at inter-regional and international level, especially on the basis of
South-South contacts and networks. in order to share learning and
improve the practice of literacy. As someone once said to us during a
literacy trainer training course:

“We all know that we learn from our mistakes, but is it really necessary
for us to create mistakes in order to learn from them?”
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